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HAMPTON/MICHIGAN PROJECT

SOCIAL AND ECONOMIC IMPLICATIONS OF TEACHER TRAINING
IN JAMAICA

by

Wilton Barham, Patrick Lewis, and Niara Sudarkasa

ANALYTICAL FRAMEWORK

This study of teacher training in Jamaica is conceived as a
contribution to the discussion of the past and potential role of
education in the socio-economic development of that country.

For the past two decades, economists and others interested in
development have moved away from the view that education should be
considered one of the social overhead costs of development in the Third
World, to the view that education is an investment in one of the most
important resources, namely human resources, available in any development
process.l Another discernible trend in thinking on education and
development is indicated by the conclusions reached at the Seminar on

Long-Term Prospects for the Development of Education, held at the

International Institute for Educational Planning in Paris in the

Fall of 1978. At that conference, it was agreed that formal educational
institutions cannot be expected to adequately meet the manpower training
needs in the developing countries in the remaining decades of this century

and in the one to come.

1. See, for example, Ilchman, Warren F. and Ravindra C. Bhargava,
"Balanced Thought and Economic Growth" in The Political Economy

and Development and Underdevelopment. Charles K. Wilber, Ed.
Random House, N.Y. 1973.
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Teacher Training

Against this background of current thinking on education in
development and the development of education, our study of the teacher
training process in Jamaica is designed to address four general
questions:

1) To what extent have teacher training institutions
contributed to the realization of development goals by their output of
personnel to train the human resources of the country? How do
these teacher training institutions fit into the overall formal
educational structure of Jamaica?

2) In what ways can teacher training institutions be made more
adapta.le to the need for training persons who can function in non-fcrmal
educarional settings?

3) To what extent can an explication of the present teacher
training process aid in identifying the type of alternative and
supplementary non-formal educational arenas which should become a
part of the broad institutional framework for moving Jamaica ahead.
economically, socially, and politically in the next twenty-five
years?

4) What appear to be the structural and/or conceptual changes
that need to be made in the apparatus of teacher training, in the
process of recruitment of students, and in the latter's achievement
patterns and professional goals, if the teacher training colleges
are to be maximally effective in contributing to a multi-pronged
attack on Jamaica's develcopment problems?

This study was designed to utilize the three methodological
approaches in which the authors are skilled, namely, (1) statistical

survey, (2) historical documentations, and (3) participant observation
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Teacher Training

and informant interviewing. To date we have completed the historical
survey of teacher training.in Jamaica and the collection of the
questionnaire data on the contemporary situation. Data analysis is
in the preliminary stages. In the report that follows, we present

a summary of our findings to date and include an appendix containing

a copy of the questionnaire used.




THE HISTORICAL DEVELOPMENT OF TEACHER TRAINING
IN JAMAICA

Developing countries, which are impatient in their drive for
rapid development in cheir attempts to close the gap between the rich
and poor nations of the world, are now vigorously examining the
rola of education in the developmental process. Various schools of
thought, the young and the old, the skilled and the unskilled, are
debat ing constantly their various thinkings and feelings as to what
the goals of education should be in their respective societies.

That these goals will vary from nation to nation, depending on
specific localized needs, is a clear and definite factcr to contend with;
and the degree of educational reform needed must be fashioned and
éhaped in context with its historical development. So it is with
Jamaica, an island country which had been a colony of Great Britain
until 1962, and which, as a result of the decline of its once prosperous
sugar industry since the latter part of the nineteenth century, had
sunk into abject poverty. Nonetheless the British government paid

scant attention to the masses of its Jamaican population and her
\

\

populations in other Caribbean territories, as these connunities were
no longer viable, and as such were considered a drain on the imperial
2xchequer. It took a series of riots between 1935 and 1938 in the
Caribbean region, to force the British overlords to come to grips with
the situation in the West Indies and to try and rectify its policy of

benign neglect. The British governmcnt promptly began making investigations

.
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and sent out royal commissions to do detailed studies and to make
full reports on their findings along with recommendaticns for improvement.

Not surprisingly, education suffered severely because of the bad
state of aconomic affairs in Jamaica, and at the time of the riots
there were approximately 158,000 students between the ages of seven
and fourteen registered in government supported schools and an
estimated 40,000 who had not been registered in any school. Despite
the large number of registered students, however, the illiteracy
rate was extremely high, varying somewhere between forty to fifty
percent of the entire population.l The degree of poverty was su.h
that children quite often had to remain at home and help their parents
in cultivation, with the preparation and sale of sweet-meats, or in
somg other task that would help to alleviate the general impoverished
nature of the family.2

When the system of education in Jamaica or in any of the
other British West Indian territories prior to World War II is viewed,
however, questions have to be raised as to whether the governing
bodies have made all-out attempts at creating literate societies.
The answer is unmistakably in the negative.

In the eighteenth and nineteenth centuries, education of the
masses was the prerogative of religious denominations. "As early
as 1685, and throughout all of the eighteenth century, it was deemed
illegal for anyone but ordained Anglican ministers to practice the
art of teaching."3 Members of the plauntocracy often had their children

tutored privately at home or sent to boarding schools in England.
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These affluent planters would not tolerate the efforts of missionaries
to instruct their chattel in the rudiments of reading and writing.
On the other hand, the children of poorer settlers were taught by
Anglican clergymen in private schools.é

The Anglican clergy did not see it as part of their function
to educate people held in bondage. But with the mounting abolitionist
sentiments in the second decade of the nineteenth century, which
incidentally coincided with the period in which a diocese was established
in Jamaica, the clergy began establishing churches throughout the
island to which were attached elementary schools. FEach school was
under the direction of a rector or a priest, who found his efforts
constantly and consistently opposed and obstructed by the plantocracy.
The estate owners, managers and overseers were understandably fearful
as to the effects of learning upon the slaves, and they had no
intention of seeing the status quo disturbed.5 But already the non-
conformists had been educating the slaves throughout the British
Caribbean, and the Anglicans obviously saw the need to serve the
majority population directly. Otherwise their congregations would be
small.compared to those of the interlopers after emancipation. The
Anglican clergy in the eighteen-twenties had indeed to be cognizant
of the fact that it would be only a matter of time before the voices
of the Anti-Slavery Society and the economic realities ~f the day
would convince British parliamentarians of the necess..y for abolition.
Some of the Anglican clergy may also have admired the nonconformists

for their efforts both at Christianizing and educating blacks. Congre-



gations such as the Moravians, Baptists and Methodists would therefore
be in extremely strong positions to challenge the established church
if it did not demonstrate concern toward the masses during the period
of imposed afflictions. )

With respect to the subject of teachers, there was unquestionably
a need for training institutions in order to supply a fraction of the
quantity of educators needed in the post-emancipation era. The existing
teachers were drawn from Europeans who were sent out by their philan-
thropic societies, from individuals of European extraction who worked
on the island, from black adults who most probably had acquired a
significant degree of academic learning--available since on the eve
of emancipation there were approximately 70,000 free blacks as opposed
to the 30,600 whites in the colony, and from youngsters who were
sufficiently educated, and could be called upon to impart their
learning to others. For the most part the salaries of these teachers
were paid by missionary societies, though there was some government
aid available.6

The first denomination to establish any sort of teacher-training
curriculum was that of the Moravian Bretheren. In 1832, the year
preceding the intrcduction of the emancipation bill, the Moravians had
established a refuge center at Falrfield for the purpuse of administering
to "shipwrecked black African girls, a few white orphans and brown
illegitimate children.'" Ronald Samuda recognized the asylum as being
somewhat of an embryonic teacher training institution, for '"as soon
as the inmates were literate, they were recruited as teachers in the

7 s
Moravian 2lementary schools." Fairfield, however, became a true

teacher-training institution in 1839 to serve the purpose of molding
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pale teachers continuing to function as Fairfield College until
1899, at which time government assistance was withdrawn.

Three oth=zr training colleges which existed in the nineteenth
century unfoftunately had to close their deors as the twenties dawned.
Calabar College was a Baptist institution which opened in 1843 to
train men as teachers and clergymen. In 1900 it terminated its
teacher-training functions and continued as Calabar Theological College.
The Catholic institution, St. Mary's Female Training College, operated
for about eleven years and then closed in 1890. Finally there was
the government Training College which commenced at Stony Hill, moved
to Spanish Town in 1870, and closed in 1890.8

As mentioned earlier, these training colleges had been receiving
government assistance. This in part resulted from the urgent manifes-
tation of desire for literacy by the freedmen during the five years of
apprenticeship which followed emancipation. The demand for learning
in turn meant a demand for schools, and consequently a demand for
teachers. Response to this demand came from four sources: the
British government, missionary societies, the Mico charity, and--in
a token manner--the local government.

In 1835 the British government, through the Negro Education Grant,
made a sum of L 30,000 available to the British West Indies as a whole.
After 1840, however, the British began reducing the allocation, and
withdrew it in 1845. The amount of money each territory received was
based on the number of its emancipated residents, and for this Jamaica
received a sum of L 7,500 in 1835. The British government had some

difficu'ty in deciding whether the Jamaican assembly or the missionaries

1.
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should administer the grant and uvltimately decided upon the missionaries,
as they were already involved in educational work. Of the total sum
allocated to Jamaica L 5,000 was set aside for teacher-training.

In 1837 the British sent out Charles J. Latrobe on a fact finding
mission to see how the grant was being implemented in r’ e various
territories. Latrobe reported that there were 200 elementary schools
in Jamaica and a total school enrollment of about 43,000, which
included both children and grown-ups out of a tot.” of 377,000.

He was generally complimentary of the work done by the missionaries

and attested to the fact that they were men of sound, upright character,
who performed their undertakings with the utmost zeal.10 He was
nonetheless appalled at the low academic standards of the local teachers.

Latrobe observed that the various Christian denominations had
been competing for the same localities in which to dispense basic
learning skills. He also stipula%ed that there was no coalition of
effort. Tbe reason for this, he suégested, was the guideline laid
down by the colonial authorities, namely that '"the special object
of the British government was the_moral and religious improvement
of the Negro population, and that provided that was obtained, the precise
manner was of secondary importance."11 Later in his report he stated
that "in the present state of education in Jamaica every class of schools
must be considered a blessing as long as they tend to impress moral and
religious principles upon the minds of the colored population.12

Not surprising for a member of the British elite, Latrobe stressed
the need for an advanced private school, sanctioned and financed

through the local government. This he believed to be most appropriate
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as emancipation had posed a number of baffling questions related to

the planteré' fortunes, consequently they should be assisted with

their childrens' education. Almost as an afterthought, Latrobe '
then commented on the fact that the legislature had been hesitant in

taking steps to provide for the general education of the masses, and

at the time of his writing it had not done so.

It is quite clear that the former slaves were most desirous of
an education. In the Sunday and evening schools run by the nonconformists
there were individuals of varying age groups. The children, in
particular, were undoubtedly keen to absorb all that was imparted
to them, though of necessity thei- attendance in classes was irregular.
Children stayed away for several reasons—--on certain days they had
to help their parents in the agricultural fields (called grounds in
the West Indies), and during the rainy season many contracted sicknesses
from mosquitoes and other germ carrying pests. Compulsory education .,
at that time would have been most difficult to implement, even if the
legislature had been more responéibly disposed toward the majority
population.13

Almost as important as the Negro Education Grant, were the funds
received under the Mico Charity. These funds were derived from the
bequest of Lady Mico, who in 1670 willed a:part of her estate for the
purpos2 of purchasing the freedom of Christians held captive by Barbary

pirates. But since the pirates were defeated and the prisoners

released, the money was invested and held in trust for more than a

century an a half. By 1834, when the capital was much increased, the

compounded income of L 115,000 was directed by the bcard of trustees
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to enhance the education of blacks in the British West Indies. At
that time the Secretary of the Church Missionary Society wrote the
noted abolitionist Thomas Fowell Buxton stating that the Society
had not made any plans for teacher training in the West Indies, as it
was understood that the Mico Fund would be used to establish normal
schools. As a result, the Secretary of the trust arrived in Jamaica in
late 1835 to put the education program into gear. Accompanying him
was a small group of teachers from England, and together they established
five day schools and three normal schools. By 1841, the enrollment in
the nu~mal schools (one of which was in each of the three counties)
numbered 116, and in thc elementary school enrollment was 2,541.lA

Also established was the Mico Coilege. It opened in August, 1836,
and’ during the first year enrolled twenty-one males and seven females.
After that the annual enrollment was limited to twenty until 1886, when
it was increased to fifty. 1In that year a three-year curriculum was
adopted with an additional year for outstanding students; but in 1900
the curriculum was revamped to bring about a two-year course of study for
all trainees. The college building structure in the meanwhile had
been experiencing grave misfortunes. In 1907 the main building was
damaged as a result of an earthquake, and in 1910 totally destroyed
by a fire. As if these afflictions were not sufficient, the quality
of the recruits declined for the duration of World War I, as many of
the better read and mere industrious West Indians considered it their
duty to defend the "mother country." After the War (1920), however,
the first native principal, John Hartley Duff, was appointed. 1In

1925 Captain A. J. Newman, as principal, improved and expanded upon

)
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the curriculum and included provisions for higher studies for specially
selected students.1

Mico, however, was not the only teacher training college formed
during the nineteenth century that endured. 1In June of 1861 the Morav®ans
opened the doors of Bethlehem Teacher College. 1In the first year the
institution served only seven students, but by 1869 ten women had
graduated and were teaching in Moravian schools. It was not until
1886, however, that the Jamaica Department of Education recognized
it as a full-fledged teacher training institute. As a result of this
recognition the local government began to provide assistance in the form
of an annual grant for each student in residence, and the college had
to make its trainees sit and pass government examinations in order to
be considered accrediteu teachers. The college underwent building
expansions in 1903 and 1931 and began admitting day students.
By that time the enrollment was forty-eight. Until that time all the
principals had been Moravian clergymen, but in 1943 an official adminis-
trative body was formed.

Shortwood College, which was founded in 1885, due primarily to
the interest and zeal of the Anglican Aréﬁbishop Enos Nuthall, was
from its inception a government institution. Nevertheless fourteen
years after its inception it experienced severe financial difficulties
due to cut-backs in government allocations. S0 severe was the government
retrenchment program at the turn of the century that it appeared that
the college would have to be closed. Nuthall, hwoever, recsisted
all government attempts at closure. Furthermore, he got the government
to accept an agreement which transferred the college edifices and

twenty-four acres of land to the directors of the institution. The

16
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government likewise agreed to give the directors a sum of L 1,200
a year for them to do all the managing of the college and subsequently
train thirty teachers at a thne.l7
The determination of the Shortwood Directors was such that they
accomplished their tasks amidst the difficulties. In 1920 the government
allocation had increased to L 2,100. But the enrollment, which had
reached fifty-eight by 1920, dropped off to 44 by 1930. Further
difficulties were in store for Shortwood, as its main buildings were
destroyed by fires between 1937 and 1939.18
Another institution, St. Joseph's Training College, was opened
by tne Alleghany, New York, order of the Franciscan Sisters in 1897.
Its aim was to specifically train Roman Catheolic teachers for the
local ministry. The college was therefore most careful in the screening
of its applicants. Of the original eight trainees, six completed
their training after three years and the remaining two after four years.
The Jamaican government gave the college recognition in 1900, and
provided it with grants-in-aid for six live-in students. By the 1920's
the annual enrollment exceeded twenty, but this institution too was
to suffer the consequences of fire. In 1937 two classrooms were burned
down, and though it was some time before they were rebuilt, the enrollment
went from twenty-eight in 1938 to thirty-five in 1940.19
"The presence of these four colleges, all with strong religious
connections, was consistent with official policy; as the major purpose
of education at this state--as clearly expressed by the Colonial Office,
the Missionary Society and the Mico Trust--was to foster religion

20
among the people while making them literate."
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These four institutions were, however, small, and their combined
student population numbered only 187 in 1938. As a result of their
size, operating costs were unnecessarily high, and the qualifications
of the teaching staff raised a number of questions. Of the four
schools only Bethlehem had a rural environment, and consequently it
was Bethlehemites who were most usually found in schools outside of
Kingston. It was the Bethlehemite too who was st highly praised
in terms of his efficiency and devotion to his duties.21

The living conditions in the colleges left much to be desired.
Students slept in open dormitories and had no facilities for individual
study. Sanitary conditvions were extremely limited, so that Mico had
to establish a bathroom time-table. S. A. Hammond, who conducted
an investigation on the entire educational system in 1941, stated
that there was no college life as understood by institutions of a
similar nature.

A significant offshoot of the government grant-in-aid prqgram was
to ensure that no deserving candidate was refused admission to any
of these institutions because of his denominational preference. He
had, however, to be a Christian. "At all the colleges..., there
was resolute insistence on a satisfactory religious conviction, and
an applicant without any connection with the church stood a poor chance

w 22
of gaining acceptance.
Following the 1938 riots the teachers began becoming more expressive

of their needs and desires. Forefront in making demands for improvement

was the Jamaica Union of Teachers. This organization was a natural off-
shoot of the continued partnership of church and state in Jamaican
education. In reality it was the religious organizations that

urged their teachers to form associations in the latter part of the

o

nineteenth century. As was customary, it was the Moravians who took
Q

o 41{)
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the lead and held the first conference of Moravian teachers in
1850. 1In 1891 the teachers associations received encouragement from
two American educators, who lectured on the island during the Jamaican
Exhibition.z3
The true founder of the J. U. T., however, was W. F. Bailey, who
had been secretary of the North Manchester Teachers' Association. In
1894 he modeled the Jamaican Union of Teachers after the English
National Union of Teachers and became its first secretary. The union
was concerned with professionalism among teachers, better renumeraticns,
social benefits, and improving the status and qualifications of teachers.2
By the time of the viots the J. U. T. was already a force to
be reckoned with. It was successful in 1920 in bringing about the abolition
of payment based on results and, consequently, helped to make the system
of grading and renumerating tecchers more just. It was, however,
during the period between the micd-thirties and mid-fifties that it
demonstrated vigor and militancy and secured for the teaching profession
irrevocable gains. It successfully campaigned against Article 40
in the Code of Regulations, a clause which gave schcol boards the
right to dismiss teachers for reasons which had no bearing on their
academic responsibilities. Tt secured various types of leave and
scholarships for teachers and saw to the increasing of grants for
schools.2
By this time, however, significant developments were taking
place within the sphere of teacher training. The Colonial Development
and Welfare Fund, which was established after the Moyne Commission2
reported, went a long way in assisting with the cost of teacher training.
True to form the Moravians were the first to take advantage of C. D. W.;
and Bethlehem received a grant of L 3,300 which resulted in the erection

of two new buildings that opened mid-1946.

14
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With the increased finances, the colleges were able to increase
their enrollments. Between 1944 and 1954 rhe total enrollment of Beth-
lehem, Mico, lt. Joseph's, and Shortwood increased from 230 to 339; and
the number of completed trainees, from 66 to 105. ''But a total increase
of 109 in the aggregate enrollment of the four Eolleges over a ten-year
period represented very little development when assessed in terms of

the extent to which trained teachers uvere needed in the schools.”

During
this period there had been a significant increase in the elementary
school enrollment, the annual attendance having increased from 114,743
to 148,037.%°

The inadequacy of the teachers' colleges in producing enough
trained teachers to meet the island's needs led to the introduction
of the pupil-teacher system in 1877. A prospective pupil-teacher
had to be within the ages of thirtea2n and seventeen, and had to have
reached the fifth standard of elementary school six months before his
appointment. He was required to assist the teacher while also advancing
himself academically, and he had special classes arranged for him.
From 1882 the pupil-teachers had to pass written examinations.

The pupil-teacher system nonetheless did not lessen the demand
for qualified teachers, a demand that remained a problem throughout
the first half of the twentieth century. Teaching was avoided by
the more able people, as the salaries were too low and individuals
with a full secondary education looked elsewhere for gainful employment.31
The teachers, on the other hand, whether with or without training,

and irrespective of the good intentions of the training colleges, were

somewhat inadequate to deal with students about to enter the job market.
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As a result, a major problem was the training and establishment of
the adolescent, and the schooi leaving age constituted a period of
difficulcy for the youngsters. Those who had parents owning land
or business could look forward to steady employment, but the majority--
whose parents could not offer an cpening for them-~had an unpromising
outlook before them. These young people developed a lack of objective
or purpose and, in most cases, their ambition was vaguely directed
toward employment in 2z government department or toward a clerical
position in a business enterprise. Boys with more practical minds
might have expressed a desire to become the drivers ofvmotor vehicles
or a mechanics of some sort. It was usually the girls who aimed at
becoming schcol teachers and, failing that, sought employment as
clerks in offices or stores. In general, the young people seldom had
any idea of the best way of going about seeking employmentf32
Agricultural work presented a most unattractive prospect to
thoughtful young people, who had seen their parents 'slaving' for
many hours in the hot sun and receiving in return a meager wage.
Ambition then was directed almost entirely towards 'blackcoated'
jobs, which offered a less arduous life and pleasanter working
surroundings. This produced in the schools a direct thrust towards
a clerical education with a sad neglect of anythl-g in the direction
of manual labor. For those with a clerical education, opportunities
were limited. The offer of a post as a clerk in any establishment
brought a large number of applicants, many of whom were ill-equipped
for the position. The consequence of this was that the most depressed

class was that of the shop assistant or clerk. He was usuatly employed

no

b
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at a very low wage, and he had to struggle to keep up his appearance
while unable to venture any form of protest, as there were many ready
to seize his job.33

The popularity of the clerical education and the -~nxiety of parents
to see that their offspring attained schelastic distinction influenced
schools to the extent that any attempt to inkroduce manial training
or home economics was liable to produce protests from the parents.
There had been, hcwever, a definite effort made to get away from that

' state of affairs, but the difficulty was that the teachers themselves .

had only a clerical edugation; and quite often the school gardens,
which were to be used for agricultural training, were shamefiily
neglected and the vegetables were left to compete with weeds and
rubbish.34

Obviously there was a need for courses in guidance and counseling
in the curricula of the training colleges, but at that time this wouid
certainly have bekn out of context with the existence +the teacher trainees
themselves faced in the colleges. 1In reality, the lives they lived
while boarding at the colleges were most. demeaning. They were disciplined
in a manner reminiscent of the primary schools, and, 2ven rhough some
of them were still teenagers {some entered at the age of seventeen),
this aspect of regulation was certainly undesirable. Yet this was
in part a carry-over from the manner in which boards of directors :
dealt with their teaching personnel. Glen Day cites a number of examples
to illustrate this point, one being that on one occasion the Principal

of Shortwood College was taken to task [or not receiving prior permission

to have her mother spend a holiday with her on the college premises.
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Indeed, it was not until 1947 that principals were even allowed to
attend board meetings of that institution.35

There were, however, changes brought about in the fifties as a
result of political advance. Ministries of government were established
in 1953, and for the first time, elected Jamaican representatives were
fully responsible for the various departments of government. The
Ministry of Education recognized that there was a need for a general
national policy covering all the stages of education in Jamaica.
Nevertheless it was not until 1965, three years after full independence,
that a specific act dealing with education was passed. The Education
Act called for greater self-financing capability, a redefinition of
goals, and the expansion of the system to accomodate larger numbers of
stgdents at all levels. 1In 1964 the Jamaican government received
assistance from the United Nations Educational, Scientific and Cultural

Organization (UNESCO), and together they conducted a survey of needs.
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In 1966 the survey team produced a document called The New Deal for Education.

This document emphasized, among other things, the need to provide greater
post-primary Gpportunitiqg for the population.36

With Jamaicans now directly responsible for their educational
affairs, they attempted to ease the shortage of trained teachers in 1956
by opening the Moneague Training College with 104 students enrolled.
Simultaneously they introduced a radical departure from the traditional
training. For twelve months the trainees pursued an intense program
so that they could get on the 'marxet' quickly and th :reby increase
the number of qualified teachers. This experiement proved successful,

and, in 1962 the period of training was increased to two years--in heeping

with the projected development.
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Another institution opened in the fifties was Caledonia Junior
College. In 1958, 150 trainees entered its doors--the majority of
them being probationers in active service or reinstated after previously
being removed from the register of teachers. For twenty weeks they
pursued a preliminary teacher-training course designed mainly to
develop their skills for imparting instruction to the lower grades
in the primary schools.:(8 Not to pbe outdone by the government, the
church institutions macde a new contribution in 1965 when the Anglicans
opened Mandeville Teachers College with seventy-seven st:udent:s.39

Thrcughout the decades of the sixties and seventies, educa. ion
remained a top priority of the government. A fundamental concern was
in providing social mobility for the lower classes by increasing th»
number of scholarships to secondary schools and insisting that the
majority of grants be awarded to pupils from government primary schools
rather than from private preparatory schools.Ad

As a result of a loan from the Canadian Development Agency (CIDA),
forty primary schools were built to accommodate 16,800 students.
Another loan was acquired through the World Bank in 1966, which provided
for fifty schools to accommodate 37,530 students in grades seven
through nine. An yet another loan was secured from the World Bank
in 1970 to construct twelve schools accommodating 6,700 students in
grades seven thrcugh cleven.

In 1973 the government carried out another survey with assistance
from the United States Agency for International Development (USAID),
the World Bank, and dIDA. Their report The Jamaican Education Survey (1973),

42 e e
led to a joint program for rural education in 1976. Significantly,

they listed as one of their five projects the establishment of a teacher-
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training institution that would emphasize rural development.A

In 1973 the government established a program for on-the-job
training. It was called the In-Service Teacher Education Thrust (ISTET)
and was designed to reduce the backlog of untrained teachers. ISTET
teachers are fully qualified to teach in the primary schools upon
completion of the program of study. Additionally, there are programs
of teacher training in the School of Education at the University of
the West Indies; the College of Arts, Science and Technology (CAST);
the Jamaica School of Agriculture; the Cultural Training Center (CTC);
and tuz Excelsior Community College.Aa

Education, then, is the key aspect of the government's development
policy, and the experts are st£11 crying to better define the nation's
educational goals. The need for more trained teachers is fully
realized, and the government is endeavoring to meet this need within
the scope of its present economic handicaps. 1If education is to be
considered as an instrument for development and play an intrinsic
role in creating'a new society which is uniquely Jamaican, then one
has to look at the social, economic, political and psychological goals
attached to the subject. As a result, the present Jamaican government
envisages the creation of an egalitarian society based on the twin
pillars of social justice and equal opportunity, sponsoring self-
confidence and self-reliance. Education then should be used as an
instrument ro foster a community spirit and national pride.

Jamaica, with its high unemployment rate, increasing population,
large numbers of illiterate human beings, an increasing gap between
rich and poor, continuing dependency én foreign capital as wcll as

manufactured goods and trained personnel, needs an educational system

ho
o
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which will emphasize an approach to economic development which will

utulize the labor-intensive approach. To realize this goal, the
education system must play a major role in equipping individuals with
knowledge, skills, attitudes, creativity and a cultural milileu which
will assist in the rounded development of its citizens.

The Prime Minister, Michael Manley, recognizes the tremendous
challenge that iies ahead in trap-~forming the manpower needs of a
previous colonial economy into those required of a modern economy.

"If we are, on the one hand, to provide for ourselves the skills to

build such an economy, and, on the other, to train a population that

can find employment and economic satisfaction we must begin with a
radical restructuring-of the training content of the syst:em."l‘6 fhis
education system s such has to provide levels of training which will
allow for technological development: the ability to utilize indigenous
resources for the common good, adapt to appropriate imported technologies.
Indigenous scientific and technological enterprises should be in place
and must be encouraged to innovate and adapt, while science and technical
education should be doumestic~problems oriented.

For many years the majority of Jamaicans have been denied equality
of educational opportunity, and being in the poorer classes meant exposure
to a poor quality of education if and when any education was possible.
Today, teachers and administrators must be dedicated to the ideals of
egalitarianism. Institutions for teacher training are consequently
strategically important in educational reform. The availability of
adequately trained and motivated teachers is a most important

precondition for effective teaching 1n cuc poizzry echools. Teachers




will have to be trained for industrial and agricultural schools in
increasing quantities. In the traditional areas there is need for
much training in the natuxral sciences; and last, but not least, is
the necessity to train teachers to help formulate a spirit of

togetherness and national pride within the Jamaican community.
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ACADEMIC QUALIFICATIONS OF
TEACHERS ' COLLEGE RECRUITS, 1968-1971

One or More Four or More One or More JJC or other Total

Yeor GGE O Levels GCE O Levels GCE A Levels Qualification Intake
19568 245 56 2 686 933
1969 242 52 3 735 1030
1970 262 50 3 806 1071
1971 373 99 4 722 1099

(Day. An Assessment of the Adequacve « o . p. 379)

ENROLLMENT OF THE COLLEGES IN SEPTEMBER, 1970

ENROLLMENT
COLLEGES MALE FEMALE TOTAL
Bethlehem 157 157
Church (Mandeville) 44 222 266
Mico 258 353 611
Moneague 30 223 323
St. Joseph's 9 240 249
Snortwood 450 450
Totals 34l 1,715 25056
. x‘\
(Day. An Assessment of the Adeguacy. . . , P- 350) (;>
\
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Current Status of Teaching Training in Jamaica

Teacher training is presently conducted in Jamaica through

thirteen (13) Colleges and Programs. The seven (7) Colleges are:
Bethlehem, Church (formerly Mandeville Teachers' College), Mico,
St. Joseph's, Moneague, Sam Sharpe, and Shortwood Teachers' Colleges;
and the six (6) Programs are undertaken in departments at The College
of Arts, Science and Technology (CAST), Excelsior Community College,
Jamaica School of Agriculture (JSA), The School of Education at The
University of the West Indies (UWI), the In-Service Teacher Education
Thrust (I.S.T.E.T.) and The Cultural Training Center.

The Jamaican Ministry of Education in its Five Year Plan has

presented the social goals of education as follows:

1. Providing equality of education oiferings for all members
of the society.

2. Recognizing differences in individual abilities,
aptitudes and interests and catering for individual needs
to ensure the personal growth and cultural development of
each individual.

3. Enabling each individual to strive for excellence at all
levels of endeavor, thereby contributing positively to
societal needs for economic productivity as well as
aesthetic and cultural development.

4. Developing in members o. the society a sense of community
spirit, cooperation and concern for others, thereby
encouraging a positive attitude toward group,effort
at the local, community and national levels.

Institutions for teacher training are strategically important in

the development process and as a pdrtner in the attempt to realize the
social goals of education mentioned above. The following imp.ication

(one of many), which is of interest to these investigators, must be

recognized if the social goals of education are to becnrme realities:
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1(a) The role of the teacher must be reviewed and, where
necessary, restructured in order to ensure that teachers
have the type of skills and attitudes to improve
the quality of education in our schools and be more
sensitive to the emotional, physical, and societal
factors affecting the chi«d's development and creativity.

(b) Special attention must be given to teacher-pupil
relationship so as to ensure a less authoritarian
approach and a more imaginative, creative, sympathetic,
and positive acceptance of the degree of autonomy
for the pupil vis-a-vis the teacher. This is
fundamental to the development and reinforcement
of concepts of self-worth and self-reliance.?

At the time of this writing we are concentrating our efforts on
the seven (7) Teacher Training Colleges. However, at this stage
in our data collection, rre can only discuss information pertaining
to students in three (3) of the seven (7) Teachers' Colleges. 1In
our d4ttempt to examine the current status of teacher training in
Jamaica, a questionnaire was designed and administered to 169
students currently attending three (3) of the seven (7) Teachers'
Colleges. While the investigators are concerned with the response
of students in all seven (7) Jamaican Teachers' Colleges, any results
quoted/presented will reflect the response of students at the three
(3) colleges. It is our intent to complete this study at a later
date when a more complete investigation will be possible.
To what extent have teacher training institutions contributed to the
realization of development goal. by their output of personnel to
train the human resources of the country? How do these teacher
training institutions fit into the overall formal educational structure
of Jamaica?

The Teacher Training Colleges have contributed significantly in
the education of pcrsonnel to train the human resources of Jamaica.

However, there is an inadequate supply of qualified teachers with the

knowledge, skills and attitudes to produce desirable changes in the Jamaican

33
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education system and influence national development.

Available statistics for eight (8) of the thirteen (13) Colleges
and Programs in which teacher training is undertaken shows the following:
that the seven (7) teachers' colleges accounted for 1200 of the 1237
passes in the June 1977 examinations. Table 1 provides more detail
information on the examination results. Based on the enrollment
trends, it is safe to believe that the 1200 graduates represented a
majority of the graduates of all thirteen (13) Colleges and Programs
during 1977.

As enrollment in the Teacher Training Colleges and Programs increased
during the 1970's, the seven (7) teachers' colleges had the highest
percentage of all the enrollees. For example, in 1976-77 the total
enrollment in all seven (7) teachers colleges was 3,881, which was
64.5 percent of the enrollment in all teacher training programs. If
enrollees in the I.S.T.E.T. program are excluded, then the seven
(77 teachers' colleges would have accounted for 82.6 percent of the enroll-
ment in 1976-77. This is more evidence that the seven (7) teachers'
colleges are contributing significantly to the realization of .2velopment
goals by their output and potential output of personnei to train
the human resources of Jamaica. Table 2 shows the enrollment
statistics for 1976-77.

The need for increasing numbers of teachers to keep up with Jamaica's
growing population between 1978 and 1983 has been documented in the

Five Year Education Plan (1978-83)---Draft Two published by the Jamaican

Ministry of Education in December 1977. At the Primary and Secondary

school levels, an average of 969 trained teachers will be needed

every year between 1978 and 1982, and the seven (7) teachers' colleges
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will be expected to play a major role in helping to meet these needs.
During the Plan Period (1978-83) the government intends to establish

an eigth teacher training college to supplement the existing institutions
so that the human resources of Jamaica will receive adequate training

to meet the economic challenges of the future. Appendix A documents

the need for more qualified teacherc.

The teacher training colleges represent Education at the Second
Level according to the United Nations Educational, Social and Cultural
Organization's (U.N.E.S.C.0.) Internationa' Standard Classification of
Education (I.S.C.E.D.). In Jaraica, studencs who are quaiified to
enier vhese teachers' colleges do so from age 17 and above. However.
the six Programs mentioned earlier are found in institutions which
are classified at the Second and Thirc levels. Students enter these
programs when they are 17 and 18 years of age or more. Figures 1
and 2 show the organization chart for the system of education in
Jamaica and a flow diagram of the system.

Both males and females are enrolled in the teachers' colleges
and the other teacher training institutions. Historically, females have
been overwhelmingly represented, and this fact is no different in 1979,
The unattractiveness of the teachers' salary and the conditions at the
workplace are among the reasons given for the resultant low male
enrollment. Our survey of the three teachers' colleges had more
females responding than males. This is no accident, because, in 1976-77,

the enrollment statistics for these three colleges were the following:

St. Josephs: 41 males, 500 females
Church: 113 males, 273 females
Bethleham: 0 males, 379 females

(see Table 2)




TABLE |

TEACHER TRAINING INSTZTUPIONS:
By College, by Type of ‘raining

FINAL EXAMINATIONS JUUE 1977

¢

[E

Pasaed
Total Roforroed Incomplete Failed
Socond Year | Referrasls
Pre-Prigary 25 20 - 5 - -
BETHLEHEM TEACNERS' COLLEGE Primary 154 123 - 36 1 -
Beoondary 18 13 - 3 - 2
Pre-Prigary 3 3 - - - -
CHURCIl TEAGHERS' COLLEGE Primary 37 32 - b4 - 1
Secondary 76 55 9 10 - 2
EXCELSIOR COMMUNITY COLLEGE Secondary 52 3?7 ? 8 - -
Primary 170 103 12 b3 1 1
MICO TEACHERS' COLLEGE
Secondary 154 . 129 ? 1% - 4
HICO EVEHNING COLLEGE Primary 85 k2 2 3h - 7
Pra-Primary 26 23 - 3 - -
MONEAGUK TEACHERS' COLLEGE
Primary 143 128 . ? 6 - 2
SAM SHARPE TEACMERS' COLLEGE Primary 139 117 . 19 ° - 3
Pre-Primary 68 60 - 3 - -
ST. JOSEPH'S TEACHERS' COLLEGE
Prizary 122 101 1 1? 1 2
Pro-Primary 22 13 > 5 - 1
SHORTWOOD TEACHERS' COLLEGE Primary 11 81 9 20 - 1
Socondary 121 96 b 18 2 1
Total Passes: 1237
Totaltg Total Total Total
Pro-Prinary: 122 Referred: Incomplate: | Failed;
1526 Primary: 758 247 5 37
Secondary; 357
Source: Education Statistics, 1976-77: Annual Statistical Review
of the Education Sector. Jamaica: Ministry of
. Education. p. 172. ‘
3 . 3
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Tabie 2

ZINROLLMENT TN TZACEER TRAINING PROGRAMS

BY YEAR, BY SEX, 3Y INSTITUTION
1976/77

33

FIRST YEAR| SECOND YEAR | TEIRD YEAR | SUB-TOTAL | GRAND
M r M r I rl M p | TOTAL
INSTITUTION

Bethlehem Teachers' College - 110 - 195 | - T | - 3791 379
CAST Education Depertment 38 43| 59 65 | 36 48 133  156{ 289
Church Teachers' College L3 100} 31 69 | 39 10k 113 273 386
.Eﬁcelsior Education Department 9 51 6 33 6 ko 23 12k| 1k7
T5A Education Depertment 32 17} 30 1]12 - s 18] 92
Mi.co Teachers' Col.ege 147 191 113' 216 (137 176 397 583} 980
{oneague Teachers' College 24 2621 12 152 | - 130 36 skh} s80
Bam Sharpe Teachers' College 35 119| 24 n7T |n 53 T 289 | 363
B+. Joseph's Teachers' College 15 215{ 22 169 h 116 41 500 ski
Shortwood Teachers' College - 27| - 230 - 195 - 652 | 652
iest Indies Education Departmeni| 21 66| 1k 102 8 75 43 24k | 287
TOTAL 368 1&01|311 1349 [255 1012 93k 3762 | k696

SECOHD YzAR "1IRD YEAR FOURTH YEAR SUB-TOTAL GRAND

M = M F M ¥ M F TOTAL

I.8.T.E.7, Lo k11 | 53 Lhg | by 291 | 1o m81 | 1321

Source: Zducation Statistiecs, 1676-77
Annual Review of The Zducation Sector, Jamaica:
MinisTry of Education. . 1k7




THE SYSTEM OF EDUCATIONM 'N JAMAICA; ORGANIZATION CHART
(Full-Tima Schools and Collegos )

Aje Ranga Of Student‘s Enrolled in 1876/1977

) 4 5 6 ? 8 9 10 11 12 13 )73 15 16 17 18 19 20 2l
l l l ] i | l ! | 1 l ! | | ! L
Bacie
Inde;endent Kinde.garten
C] Infant, Classes 1 to 4 j
1] Primary, Grades 1 to 6 —]

1,2} A1l Age, Crades 1 to 9 1
1,2| Spectal 1
1,2{ Independent Preparatory & High, Grades 1 to 13 (veries aocording to individusl

school)

2 { OGrant-Added High, Grades 7 to 13

2 | Extension, Orades 7 to 11

2| (New) Secondary, Grades 7 to 10
2| Comprehonsive, Gradas 7 to 11 —l_
2 | Technical, Qrsdes 8 to 11

2 Noostional, Qrades 10 to 11

Cleooification of level of education provided : 2 [omercial & Sscretarfal (lndep.)

in each typa of Institution indicated by 2 lcimmty College, Grades 12 to 13 )
number preceding type, using U.H.E.S.C.0.'s

'Internationsl Stendard Clasaification of 2 |Teacherst College

Education (I.S.C.E.D.): : )

2,3 [c.A.8.1,

0 Education preceding the First Level

2,3 13.8.4,
1 Educstion at the First level 2,3 [c.1.C,
2 Education at the Sacond lovel 3 [U_.'.I.
) Education at the Third Lavel

Source: Education Statistics, 1976-77: Annual Statistical 1 '
Review of the Education Sector. Kingston, Jamaica:
Ministry of Education, p. (i).
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Figure 2 FLOW DIAGRAM
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In fact, in 1976-77 enrollment statistics showed 661 wmales and 3,220

females represented; the females represented a staggering 82.9
percent of the total (3,881) enrollment in all seven (7) teachers'
colleges. Table 3 shows the male-female breakdown of the three

colleges surveyed.

Table 3
NUMBER OF RESPONDENTS BY TEACHERS'
COLLEGES AND GENDER (SEX)

Colleges Male Female Totals
St. Joseph's 4 42 46
Church 14 51 65
Bethlehem 2 53 55
Totals 20 . 146 166*

= * 3 missing respondents

The predominantly female composif.ion of the teacher training
colleges is not representative of male-female composition of the schools
at the Pre~First and First Levels of education; it also does not

represent the male~female composition within the other schools at

[2]

Pl

the Second Level.3 Iris V. McDonald, in her Master's Thesis,
concluded from her findings that "females are generally more aware

of the tasks demanded of the profession and displav greater suitability
for teaching than males who are probably deterred by certain aspects of

the profession that appear attractive to the females." We will not
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discuss her findings which led to this conclusion at this point

but will do so in the final report. She went on to recommend that
"government recruitment program should be so scructured as to

place special emphasis or attracting more males into teaching."

In what ways can teacher training institutions be made more adaptable
to the need for training persons who can function in non-formal
eduvcational settings?

The training programs in the teachers' colleges should be
constantly reviewed and modified (if necessary) so that student teachers
will be provided with an orientation to the schools (in which they will
be teaching) and to various non-formal educational settings as important
and necessary agents for community development. The teacher training
institutions must play a major role in equipping its students with
the knowledge, skills and attitudes which will allow them to function
in a non-formal educational setting. The social and psychological
climate should reinforce the desire for student teachers to enter into
non-formal education 1 settings in which they can make a contributrion
in educating Jamaicans. Essentially, curriculum changes must occur
so that teachers can be trained to function in formal (schools)
as well as non-formal settings.

To realize the social goals of education in Jamaica, the Five

., Year Education Plan (1978-83) states one of the impiications for the

. 5
education system”~ as ollows: 'educational programs, whether school-
based or undertaken from a distance by the student, must be constantly
reviewed and designed cooperatively by educators and representatives

of the community. The needs of cnildren and youth as well as the needs
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of society must be met through joint efforts of experts and laymen in
designing suitable educational programs to meet our social and economic
objectives.'" It is this challenge the teachers' colleges/institutions
must be prepared to meet since the population cannot all be trained

in formal educational settings.

In further illustrating the challenges teacher training institutions
face, the Five Year Education Plan states: ''the area of continuing/community
education is one of the new areas of educational development that the
Ministry will undertake during the current plan period.

The term embodies two concepts namely Continuing and Community

Education. The concept of Continuing Education is founded on the
principle that education is a lifelong process and, aé such, programmes
should exist for all within the society to participate irrespective
of age, educational level or other traditionally excluding factors.
Because societies are organized in communities, this concept of
continuiﬂg education can be best implemented through communities
which are motivated to identify and establish the educational programmes
which are both needed and wanted for the development of the individuals
of the communities and for the total development of the communities
themselves. Community education therefore is the means by which the
- C nb

concept of Continuing Education is implemented.

Teachers will be needed to help communities to be motivated
to identify and establish educational programs. %eacher training
institutions in association with The Joint Board of Teacher Education
(J.B.T.E.)7 in Jamaica should develop a continuing/community education

program in addition to the pre-primary, primary, secondary and special

education programs now in existence. -

YN
T
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To what extent can an explication of the present teacher training
process aid in identifying the type of alternative and supplementary
non~formal educational arenas which should become a part of the broad
institutional franework for moving Jamaica ahead economically,
socially and politically in the nextvtwenty—}ive years?

There is a high expectation by the present Jamaican government
and its agencies that schools will accelerate the nation building
process. It should be realized that formal situations in which education
is imparted is not enough; education will also have to be imparted
through non-formal means. The present teacher training process
cannot provide teachers to meet the cﬁallenge: provision of training
for aon-formal educational settings. ‘Unfortunately, what was found
in 1963 by Gordon C. Ruscoe during his doctoral dissertation research
is still true today: that, "the expectation that education has been a
poverful force in economic, social and political development of
Jamaica has not been realized in the present study to the extent
suggested by the many claims to that effect.” Dr. G. Ruscoe went on
to say that: ''the evidence would suggest that education has not
played as important a role in the development of Jamaica as many
claims to this effect would indicate. However, an examination of
thé non-educational factors which have been important in this
development and the role of unemployment’ in failing to make use
of those who are educated would suggest, not that education is
unimportant to develogﬁent, but that the role of education has not
been functional to an appreciable degéee bécause of the failure
of educators to formulate plans for making education a more vital

9
part of the Jamaican development."

L]
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In 1980 education has not been functional to an appreciable
degree and so unemployment remains very high, with both educated and
uneducated individuals looking for jobs. If education is to play
the r~le in economic development, that it can, the teacher training
institutions--as one of many sources--will have to provide alternative
and supplementary non-formal education.l arenas.

An examination of the teacher training colleges' curricula
readily suggests an area within the process where the type of alternative
and suppiementary non-formal educational activity ought to be identified.
Non-formal educational arenas where non-formal education is presently
undertaken are farmers' training centers, youth camps, trade trainiug
centers, anc. other specialized institutions; the extension service
of the Ministry of Agriculture is responsible for farmers' tralning
programs, and the Ministry of Youth operates 29 industrial “riining
centers which offer courses lasting from six to twelve monthe in such
trades as pipe fitting, electrical installation, machine fitting,
automobile repair, carpentry‘and the like. Other specialized training
programs include training for nurses and public health personnel, courses
provided in the Dental Auxiliary Training School and Jamaica Hotel

School.10 The table below details these arenas.

Q .
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Table 4
TRAINING PROGRAMS PROVIDED BY GOVERNMENT
AGENCIES 11
Public Agencies Programs

Ministry of Youth and Sports Industral Training
4-H Agricultural Vocational
Training

Social Development Corporation (S.D.C.) Youth Community Training and
Automobile Training

Ministry of Agriculture Farmers' Training Centers and

‘ Agricultural Extension Service

Ministry of Health Community Health Aides

JAMAL Literacy

Ministry of Tourism and Foreign Trade Hotel Training School

Ministry of Education Community College, Evening
Institutes and Continuing
Non-Formal Education

Iz is not clearly stated where the teachers/instructors for
these non-formal education arenas will be trained. The suggestion
is therefore made for the teachers' colleges to include courses to
supplement existing curricula in areas mentioned above. The teacher
shculd be more than a classroom instructor and therefore 'emphasis
should be laid on professionalism and the teacher as an instrument
of change and a catalyst for community involvement and development.'

The Ministry of Education should approach The Joint Board of
Teacher Education with the proposal to include courses which emphasize
r;ral development in all teachers' colleges located in rural areas
and courses which emphasize urban development in all teachers'
cclleges located in the urban areas. This would mean that more than

one (that to be established in Portland) teacher training college

will be able to train students to be catalysts for rural development.
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In 1977-78 the number of secondary teachers in training was
1/689. The seven (7) teacher training colleges accounted for 68.9
percent (1164) of this total. The subject specialization among
secondary teachers in training is shown in Table 5. The subject
areas which are part of the non-formal educational settings are not
traditionally taught in the seven (7) teachers' colleges. Such
subjects--Industrial arts, Life skills, Construction, Mechanical,
Electrical, Secretarial, Business and Agriculture--are taught to
students attending the College of Arts, Science and Technology

(C.A.S.T.), The Jamaica School of Agriculture (J.S.A.) and Excelsior

Community College. These schools account for only 525 (31.1 percent)
of all secondary teachers in training in 1977-78. Jamaica needs
more trained teachers in these areas (subjects), and so there is

a need to expand the subject offerings of the teacher t. ining
colleges to include subjects necessary for non-formal educational
settings--areas which will help move Jamaica ahead economically,
politically and socially in the next twenty-five years. These

t
teachers' colleges should and would then play an important role in
providing Jamaica with the architects, engineers of all types,
cost accountants, stastisticians, computer analysts, radiologists,
research scientists, soil chemists, agronomists, farm managers,

; . L 13 .
business administrators, etc., whom Prime Minister Manley thinks
should be trained in a more technically oriented educational system.
Clearly, the teacher training colleges' program should attempt to

foster much more than is presented in Table 6.

Jhat appear to be the structural and/or conceptual changes that need

o

to be made in the apparatus of teacher training, in the process of

recruitment of students, and.in the latter's achievement patterns

[N
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Jamaica: . Ministry of Education. p. 196.

Secondary Teachers in Training 19.,7/78
According to Subject Specialization
Subjects Numbers according to Years
lst Year 2nd Year | 3rd Year | Total
l. English ) 146 135 9. 372
2. English Specialists 36 - - 36

3. Language & Communi-

o cation 15 - - 15
4. Mathematics 107 71 51 229"
5. History 20 20 24 64
6. Geography 23 32 30 85
7. Social Studies 78 177 58 . 213
8. Spanish . 59 33 34 126
9. Religious Ednucation 34 12 19 65
10. General Science 10¢ 81 69 259 -
l1l. Science Specialists 27 24 20 71
12. Libraxry Science p 26 12 17 55
13. Art & Craft 47 36 35 119
14. Music . © 23 16 19 58
15. Physical Education 48 30 28 106
16. Industrial Arts ' 24 .24 15 63
17. Life Skills 2 - 11 13
18. Home Economics 61 57 62 180
19:. Home Economics 34 30 . 16 ."80 . .
-+ (CAST & JSA) : t T
20. Construction 11 - -9 11 31
21. Mechanical 15 12 15 42
22. Electrical 15 - - 9 13° 37
23. Secretarial 27 28 34 89
24. Business 32 - 28 60
25. Agriculture 36 30 12 78

Sourté: Five -Year Education PTan {1¢78-83)... Draft Two."




and professional goals, if the teacher training colleges are to be
maximally effective in contributing to a multi-pronged attack on
Jamaica's development problems?

In her Master's Thesis study14 of final year student teachers,
Iris V. McDonald concluded that: 'the present selection céiteria for
entry to teacher training institutions are in part inadequate. Large
numbers of studnets deemed unsuitable are being accepted for training
and the colleges are unable to fully cope with this task." While
we cannot fully assess the aforementioned conclusion at this time,
we did observe a large variation in the pre-college preparation of
the students that we surveyed. Tables 7, 8, 9 show the breakdown
per schools attended before entering college, examinations taken and
passed and number of subjects passed ir specified examinations.

The Joint Board of Teacher Education Manual of Certification
Requirements states: '"To be admitted to the\Part I level courses
of study of a teacher preparation program the prospective student
is expected to satisfy the following minimum requirements:

(a) Examination qualification:

(i) based on the public examinations (accepted by the
Government as the min.mum qualification for entry
to the Teachers' College)

(b) Competency Status:

(i) Candidates are expected to achieve an acceptable
level in reading with a satisfactory performance
in English Usage and Mathematics.

(ii) Learning Potential:

Candidates are expected to reach a level on a test
of mental ability which reasonably predicts their
potential for learning in the several college
courses."

Despite these admission guidelines, the Ministry of Education, Ms. McDonald

O
ERIC
o1
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RECOMMENDATIONS FROM JOINT BOARD OF
TEACHER EDUCATION

It is recormended that Teachers' Coli;ées ensure that their programmes attempt to

foster: -

(a) Cormunication Skills

(i) Speeking and writing acceptable English
(ii) Reading with competence
(iii) Writing legibly and correctly in teaching
(iv) Library- using library and study skills effectively
(v) Socielisation- relating, interacting and communicating
appropriately with people of different ages, values and
interests.

(v) Professional Competence:

(1) ia. Pre-Primary & Primary: Basic toncepts in the teaching
of the School Curriculum for

Pre~Primarv- to Grade 2 OR

ib. (Grade 3-6) with emphasis on

Reading- developmental and remedial
Language Arts

Mathematics'

Sociel Studies and Science
Religious Education

Singing

ic. Post~Primery (Grade 7-6)

(i) The 2 teaching areas
(ii) Developmentzl and Remedial- Readirg

() Professionsl Competence:
(1) Skilis

(i) Prescription Skills

(a) Selecting and sequencing content, and steting objectives

(b) Selecting zpprooriaste teaching methods and techniguss
ol transmitiing these concepts to childrer.

(¢) Developing teaching materiais for specific situations

(&) Identifying resources (people, places, things and other

sources of information) and knowing how to evalusie
ané select them.
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Table 6 Continued

(1i) Trestment Skills

1. Engineering treatmert: creating the conditions
and atmosphere for learning, and problem

solving, etc, to take place, using motivational
strategies.

(iii) 2. Management Skills

(2a) classroom management and organization
(b) grouping class for instructicn
(¢) questioning and dealing with pupils' answers

(iv) Evaluation Skills

Evaluating pupil performance, appropriateness of
materials, -and analysing teaching strategies.

n

(11) Integration of Theorv with Practice
i. How Psychological development of the children affects
the choice of the courses and the teaching style.
ii. How Sociological end philosophical foundations of
education affect choice of material.
Source: Joint Board of Teacher Education Manual of
Certification Requirements. v
.1978 Edition. pp. 21-22.
\
|
-
|
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Table T

NUMBER AND PERCENTAGE OF RESPONDENTS BY

SCHOOLS ATTENDED BEFORE ENT._.ING COLLEGE
SCHOOLS FUMBER _ PERCENTAGE
A1l Age 99 100.0
Tew Secondary ' b1 95.3
High, Comprehensive, Technicael 113 99.3,
Dther:

(2) Commercial/Extension/

Vocational 6 50.0
(b) Hotel 1 8.3
(¢) Community/Junior Coll. L 33.3
(d) University 1 8.3
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NUMBER AND PERCENTAGE OF RESPONDENTS BY
EXAMINATIONS TAKEN AND PASSED

NUMBER- . PERCENTAGE
[EXAMINATIONS TAKEN PASSED TAKEN PASSED
Third Jamaicz Local h 2 100.0 50.0 -
Grade 9 Achievement
Test kh 30 100.0 68.2
"« Common Entrance 86 58 100.0 67.4

Table 9
NUMBER AND PERCENTAGE OF RESPONDENTS BY
NUMBER OF SUBJECTS PASSED IN SPECIFI?D EXAMINATIONS
Pne or More Four or More One or ﬂore_ JSC or
G.C.E. "0" Levels GCE "0" Levels GCE "A" Levels other qualificatic
P~ 9 F YA F 2 F %
65 28.5 5 2.0 146 86.4

i
<
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and others within the profession agree that the currently used
admission criteria are inadequate. Further analyséé by these investigators
may determine whether pre-college eaucational levels constitute a
determinant of academic achievement in t~acher training colleges.

Because of the large number of females in the teacher training
colleges, as mentioned before, the investigators would like to see
greater effort made by the teachers' célleges Qnd the Ministry of
Education in recruiting more males to the profession. Salaries will
have to be made more attractive and maintained with the cost of
living index. Government expenditure will necessarily have to be
increasedrto provide higher salaries and achieve the goals of the
plan period. Appendix B presents a comparat%ve analysis of Ministry
of Education Expenditure from 1973/74 to 1977/78.

At a later date we will be able to have a better idea of the
effect of psychological, socio-economic, demographic and geographic
variables on students' academic achievement in the seven teachers'
colleges. Results of information collected in our survey are inconclusive.
However, Appendices C and D present information on the students' level

<

of motivation and degree of occurrence and their assessment of the
tutors/instructors. It is our expectation that further study will

provide additional information which may have an impact on the structural

and/or conceptual aspects of teacher training.
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Avvendix A

{

ENROLLMENT BASIS FOR TEACHER REQUIREMENT

Year Secondary Primary l A/A School Total Primary
Grade T-9 and All-Age
1978/79 173,888 337,247 61,724 398,971
1979/80 187,696 341,247 54,770 396,017
1980/31 202,698 . 349,808 54,438 Lok ,246
1981/82 246,272 357,778 41,519 399,297
1982/83 282,545 367,173 7,605 374,778
The demand forecast assumes the following:
Primarvy
-~ Teacher/pupil ratio- 1:35
~ Continuation of face to faée teaching with some
innovations in methodology
~ ZEZxlcusion of the vrincipal from the calculation of
teacher/pupil ratio
Secondary

Teacher/pupil ratio of 1:25 in 211 schools -
grades T to 11

Continuation of face to face teaching with innovation
in team teaching

Exciusion of guidance counselor, work experience

teacher andé principal from the rzcio of teacher %o
students.

LY




Avpencdix A Continued:

PRIMARY SCHOOIL TEACHER DEMAND

ENROLIMENT * TEACHER/PUPIL TOTAL

54

Year Enrollment Ratio Demand
1978/79 398,971 1:35 11,399
1979/80 396,017 1:35 11,315
1980/81 Lok 246 1:35 11,h08
1981/82 399,297 1:35 11,Lk08
1982/83 37k,778 1:35 10,708

*Includes both primary 6 =11+ and all-age net of places released.

At the secondary stage the ratio changes with the type of institution.

The ratjo for secondery and comprehensive schools is 1:25, technicel high

1:17-4nd asgricultural schools 1:15. The demand for teachers by 1982/83 is

ll,63l;the celewlation by type of institutions is shown

SECONDARY SCHOOL TEACHER DEMAND

—

Year

1978/79
1979/80
1980/81
1981/82
1982/83

N oteal
New Secondary Technical/High Agricultural Eeachers
eeded
Enrl. | Ratio Dem. | Enrl. ~Ratio Dem. Enrl. Ratio ~ Deml
168,235 1:25 6 729 5,553 1:17 327 100 1:15 T 7,063
182,17h " 7,287 5,322 " 313 200 " 13 7,613
197,16L " 7,886 5,33k " 313 | 200 " 13 8,212
232,940 " 9,318 ll,h32 " 672 | 1900 " 127 10,117
266,800 " 10,672 ll,shs " 679 | 4200 " 280 11,631

op)
ot




Avvendix A Conzinued

DEMAND FOR TTACEERS 1978/7% TO 1982/83

- YEAR PRIMARY SECONDARY TOTAL
1987/19 11,399 : 7,063 18,462
1979/80 11,315 7,613 18,928
1980/81 11,550 ' 8,212{ 19,762
1981/82 11,408 10,117 21,525
1982/83 10,708 11,631 22,339

The supply estimate of qualified teachers is based on the following

main sources: »

(2) The University of the West Indies

(b) Teacher tra.ning colleges and other
tertiary institutions -

(¢) In-Service treining programmes

(d) Persons coming into teaching from other

sectors of the econouwy.

The fourth source is treated as a residual and balances demand and supply.
The supply of trained teachers in the short run is inelastic. The bulk of
cur teachers are provided vy the teacher training colleges. The period of
training is presently three years, two yeers in :ollege and one internship.
The lag between “he commencement of training and graduation effectively

limits any attempt to dramatically increase the stock of teachers. This is

egually applicable to the in-service training programme.

. (1978-83)...Draft Two. Xingston, Jamaica:

6.2
)'.4




ERIC

Aruitoxt provided by Eic:

Appendix B

CONPARATIVE ANALYSIS OF KINTSTRY OF EDUCATION LYPENDITURE 1973/7% TO 1977/78
By Progrease, by Finenolsl Yeer

. 1973/7% (Aotuel) 1974/25 (actue)) 1975/76 (Actusl) 1976/77 (Estisets) 1977/78 (Tutisate)
X Inoresse ' £ 1Incresse s X JInoresse s £ Increses . X Incresess
RECURRENT EXPENDITORE ' or Deoreese or Deorease or Deorssss or Decreses or Decresss
Centrel Adeinistretion ¢ Support Servioes 1 194 503 ~14.8 174 114 k6.0 b 624 533 165.1 2 056 513 ~55.3 » & 036 700 95.34
Curriculue Developsent L Releted Services | 1 347 586 37.7 3 094 641 129.6 3 821 519 23.5 b 560 696 19.6 b 277 354 b.57
T20cher Fducetion & 132 ob3 58.5 7 149 621 73.0 9 750 383 36.4 10 643 125 9.2 2 638 319 -75.21
Iafent L Primery Fduostion 32 158 973 4s.0 38 273 574 19.0 82 306 515 1h.h 86 909 252 10.8 60 663 879 29.52
Seoondary Fduestion 22 435 653 52.3 32 308 949 | bh.1 4o 344 S48 2h.9 88 458 908 20.1 61 039 930 25.96
Further Fduostion 1 011 350 88.4% 2 374 887 134.8 3 858 213 62.5 b 797 219 24,3 17 092 501 256.30
Righer Lducetion 569 712 210.9 10 031 508 1 660.8 16 107 776 Yo0.6 15 940 462 13.0 16 350 394 2.57
Exsminetions Cxpenses W74 590 hg.1 - . 672 59 - 694 88s 3.3 811 839 16.83
School reeding 600 470 103.5 1 247 736 107.8 1 036 251 15.1 687 000 -52.4 2 704 294 293.64
Building, Corstruotion t Helntengnce 1 565 \86 -28.5 2 336 012 49.2 2 387 913 2.2 2 U&7 096 2.9 3039 735 24,22
Library Services 84s 499 8.1 985 941 16.6 1099 709 11,5 1 020 241 -7.2 1 163 075 14.00
Development of Art t Culture - - 353 692 - 622 782 76.0 503 655 -19.1 ve
TOTAL RICURRENT FXPEHDITURE 66 335 857 43.6 99 900 672 $0.6 125 072 571 25.2 139 820 sho 11.8 174 318 020 24.67
CAPITAL EXPENDITURE
Tescher Trafning 205 S84 - 1 826 046 788.2 2 574 201 k1.0 8ok 173 -68.8 733 612 -8.77
Primery Lduostion 2 640 563 -21.9 b 736 295 79.4 8 588 122 81.3 6 000 000 -30. 1 3 592883 -ko0.12
secondery Education 2 566 749 -2.0 5 876 433 128.9 18 10k 289 208,0 12 911 075 -28.7 15 349 203 18.84
School Feeding 766 756 1.1 95 262 -87.6 » 68 000 -28.6 .o .e .e .
Further Educetion 298 976 276.7 878 890 19%.0 808 246 -8.0 232 000 -71.3 20 246 -91.27
Litrertans . 1ks 240 2.2 NS e 98 000¢ - . - 381 000 -
Reeidential Accomsodetion for Teschers 179 853 74,4 383 668 1o.0 175 500 -5k.3 16 809 «90.4 + 49 000 191.51
Audlo Visuel Alde 91 373 303 779 232,5 801 537 163.9 1 450 607 81.0 176 296 -87.85
Technicel pesletance .o 5 233 - .o ) ) .o
Rurel Developeent Progremes . .o 1N 750 1 324 490 815.0 1 631 550 23.18
Higher Lducstion ' s0010 | - 66 667 33.3 89 946 Mn.9 167 460 86.18
N.D.A. AMaoinlstrative Coet ve . 580 188 800 000 37.9 600 000 ~25.00
TOTAL CAPITAL LXPENDITURE 6 875 094 -1.6 14 155 616 st.h 32 009 500 126.1 23 629 180 -26.2 22 701 250 -3.93
GRAND TOTAL 73 210 951 37.6 11k 056 288 53.8 157 082 071 37.7 163 449 620 L] 197 019 270 20.54
¢ Ceonvood dook Store fnoluded.
Source: Education Statistics, 1976-77: Annual Statistical Review .
of the Education Sector. Kingston, Jamaica: Ministry of Education, p. 183.
v s
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Avvendix C

NUMBER AND FERCENTAGE OF RESPONDENTS BY
LEVEL OF MOTIVATION AND DEGREE OF OCCURRENCE

Once in "
Very Often Fairly Often Awhile Never
F % F A F 4 F

Ques. 31:
(2) I find it difficult

to concentrate on

my work 8 5.0 26 16.h 119 74.8] 6 3.
(b) The courses I do

ere dull 7 k.3 16 9.9 80 kg.71 58 36
(c) I put off doing

my assignments to

the last minute 10 6.3 29 18.2 83 52.2 | 37 23

(d) I work hard at
those subjects
I am not interested

in 35 22.3 53 33.8 sk 3k.k |15 9

(e) It is very unusual
for me to hand in

my assignments
late 2k 16.6 8 5.5 69 L47.6 | 4k 30.:

I give up easily

if something seems

too difficult for
L

me 5 3.1 9 5.7 85 53.5 |60 37.
(g) Interests outside

of college make

me negiect my work 0 0.0 3 1.9 2T 16.9 130 81.:

(h) My friends do
not taink theat I
take ny work

sericusly 6 3.9 9 5.8 ks 29.0 |95 61.:

&0




Acvendix D

Ques. 33:

e et

(2)

{v)

(e)

(a)

JUMBER AND PERCENTAGE OF RESPONDENTS

BY TUTOR ASSESSMENT

58

All of

My Tutors

Most of
My Tutors

Some of
My Tutors

None of
My Tuto

rs

txf

TR

F

xN

Are aware of
the problems
existing in

schools today

Suggest real-
istic methods
of assisting
trainee
teachers in
deeling with
these problen

Are really
concerned
abcut the
welfare of
students.

Are willing
tc give
students in-
éividual
attention

Motivate
students to
édo their
best work

Show respect
for gquestiomns
anc opinions
of szTudents

S
n

£
(1]

x

cTually
ne teach
e+ hods

ney insTtrucs

students in

ot
I

L2}

» -Q R}
.

11

ot

k9

3h

30

39

38

27

=
\n

30.8

21.8

19.2

k. T

bk

7.3

9.9

58 36.5

51 . 32.7

51 32.3

L3 27.6

€2 39.7

L2 27.6

50 31.b

69 by, 2

65 k1.7

6L 40.5

[ k5.5

66 L2,

(¥Y)

9l 55.9

'_l

1.3

1.3

2.6

2.5

2.6

0.6

2.6
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ADDENDUM TO REPORT- WILTON BARHAM

The training objectives of the project are the following:

1. To provide training for junior member of team
(graduate student) in areas of research design and-
analysis.

2. To provide the opportunity for meaningful training
and research activities to be undertaken within a
group environment.

3. To undertake active research utilizing each individual}
areas of academic training: .
that is,History, Anthropology and Statistics.

4. To be able to use the support of colleagues to successfully
conclude Dissertation Research.

Training was carried out through constant meetings of the group at which
the design and implementation of the project serediscussed. Each individual
was responsible for specific tasks,and knowledge and information was

shared with each other; this knowledge Qas shared over the phone, through
correspondence or in meetings. Various seminars at which senior members
spoke were other arenas where training took place. Informal and formal
Joint-Hampton-UM Program meetings provided meaningful discussions which
contributed to the learning process. B8ooks, articles, etc. were other
sources consulted.

The training was very valuable. It allowed for the opportunity to participate
in critical intellectual discourse to determine the best answers to
important problems. t also provided me with the opportunity to cooperate
and recognize the needs and abilities of each group member and to demon-
strate the willingness to respond to these needs. Finally, it provided

me with added skills and ideas necessary to help me compliete ny dissertation

at later date.
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JOINT HAMPTON INSTITUTE-UNIVERSITY OF MICHIGAN PROGRAM
MAY/JUNE 1979

QUESTIONNAIRE FOR STUDENTS AT ALL JAMAICAN TEACHER TRAINING COLLEGES ’
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JOINT HAMPTON INSTITUTE-UNIVERSITY OF MICHIGAN PROGRAM

a MAY/JUNE 1979

QUESTIONNAIRE FOR STUDENTS AT ALL JAMAICAN TEACHER TRAINING COLLEGES

An investigation into the training of teachers in Jamaica is being carried out
by The Joifit Hampton Institute-University of Michigan Program which is administered by
The School of Education, The University of Michigan. You are being asked to assist in
this investigation by completing the following questionnaire. This is not an examina-
tion, and there are no right or wrong answers. We are seeking your honest answers to
the following questions and we will be very appreciative if you answer all.

Your answers will be completely confidenti2l. The questionnaire will be seen
only by the research staff at The University of Michigan. No one from your institu-
tion will have access to this questionnaire.

Thank ycu for your cooperation.

Your name

Name 0f vour college

In what parish and county is your college located?

parish/county

Male Female
What is your sex? O O

What was your age on last birthday? (Check one)

under 20 years
21-24 years
25-28 years

29-32 years o

RN

over 32 years

Wnat is vour marital status? (Check one)
Single

Married

Divorced

Separaced

Cre el ]

Widowed




which of the following 2ducational institutions did your mother attend? (Check all

Ej University
__] Other: please specify

Which of the following educational institutions did your father attend? (Check all

_} Primary S5chool

Is
If
If

Cihedob

(0o O add

62

that apply)
Primary School '
Secondary (High) School
Secretarial School
School of Yursing

'

Teacher Training College

that apply)

Secondary (High) School
Agricultural Training College
Trades Training Center
Teacher "raining College
University

Other: please specify

your father now working? ] L

Yes, what is his occupation?

No, what was his occupation when you were growing up?

Is
If

To

Yes No
your mother now working? ] ]

Yes, what is her occupation?

the best of your knowledge, what is the total annual (yearly) income of your parents

] $0 - 51,999
] 52,000 - $3,999
' $4,000 - $5,999
T} $6,000 - $8,999
59,000 - $10,999
] $11,000 - $15,000
_ over 315,000
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Woula vou say tnat most of ctne parents in your village, cown Or city probably:
nave about the szuae vearly income as your parents?

have a smaller vearly income than your parents?

have a larger yearly incorie than your parents?

If vou have any brothers and/or sister, please write the aumber of each in the ap-
oropriate space.
_____ I have no brother or sisters

Older brothers

Older sisters

Younger brothers

Younger sisters

Are any of your older brothers or sisters

Yes No

(a) presently attending a teachers' college? l |

(b) teacher college graduate? ] O

Are any of your younger brothers or sisters Yes No
presently attending teachers' college? - {:] E]

With whom do you live when you are not attending college?
My parents

My facher only

My mocther only

My father and stepmother

My mother and stepfather

Alone

My wife or husband

Other relative(s); please specify relationship

Other (please specify)

Catae b bevtgcd g

you have brothers and/or sisters, what order of bircth are you? (e.g. 2nd child
of 5 children)

rn

1
child of children

2efore atzending college, in what par‘.h and county did you live most of the time?

parisn/county

1% not Jamaica, where’

71
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15.

16.

17.

64

ia what parish and county is vour mother's birth place located?

parish/county

If not Jamaica, where?

Ia what parish and county is your father's birth place located?

parish/county

-
*n

not Jamaica, where?

o
[wS
o.

you come to college (Check all that apply) .

B

straight from school?

L

after doing National Youth Service?
after doing some teaching?
after doing another job?

other: please specify

Lo tou)

-

What school or schiools did you attend before coming to college (Check all that apply)

(n4

]

All age
New Secondary

High, Comprehensive, Technical

Jordw

L

Other: please specify

Listed below are some possible reasons why you entered teacher training college.
Please check whether the reason is very important, important, of some importance,
of little importance or of no importance for each reason below.

Very 0f Some Litrle No
Important Important Importance Importance Importance

(a) to get away from
home l ] | U 13

(b) my personal growth

and development 1 ] O i U]
(¢) I had a friend

(friends) at college '] ] u
(d) to prepare for

the future : ,'] !:]
(e) to qualify for the

job I always wanted .

to do — - N

() my family wanted
ot

me to ] ] O
7

to




Question 17 continued Very Of Some L.ttle No

18.

19.

20.

21.

22.

23.

24,

Important Important Importance Importance Importa
(g) I didn't qualify
to go to University
so this was rhe
-~ — —
best alternarive L i | E] E]

{d) to get the education
my parents did aot

get O O [J O ]
(i) my teachers wanted
4

me to ] ]

{j) Other (please specify)

Please check which of these examinations you have taken and indicate those passed.

Taken Pasgsed
O L]
L] O

J - O

(a) Third Jamaica Local
(b) Grade 9 Achievement Test

(c¢) Common Entrance

U

Do you have the Jamaica School Certificate? Yes [] No [_]

17 Yes, please indicate the number of courses you passed.

Do you have the Secondary School Certificate? Yes [_] No [

Have you passed the Ordinary Level Examination? Yes J No []

I1f Yes, please indicate the number of courses you passed.

Have you bassed the Advanced Level Examination? Yes E] No []

If Yes, please indicate the number of courses you passed.

What type of courses are you pursuing? Pre~Primarv Primary Secondary

[ 4 a

How would you describe your parents' reaction to your decision to enter this college?

" very happy
pleased
jc€

indifferent

disappoinced

[l ol

annoved

73
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Listad Selow ire some possible wavs vou may feel while atrending college. Please
check whether rou have tnese feelings all the time, most of the time, sometimes,

hardly ever or never. {(Check one alternative for each feeling.)
All the Most of Some- Hardly
time the time times aver Never

At college how often do

vou feel

(a) that you do not belong? _ N M = M
b) tense? - = —

o = - = 312
(c) insecure? » . 7 1] W

(d) worried?

{(e) lonely?

r

] 1] O
q I 1]
L ] ]
(g) frustraced? . | [] E] []
In the list below are some possible causes for feeling that you do not belong, tense,

insecure, worried, lonely, inadequate and frustrated. To what extent has each of the
items below been the main cause for your feelings. (Check one alternative for each cause

]

(f) inadequate?

- -

(I
L1 03 (O

L)

.

A great Not at
deal Somewhat A lictle all
(a) Pressure of work ] ] 7] ]
(b) Batchmates' attitude to you [j 4t] F] Ej
(c) Senior students' attitude n O = -
to you =
(d) Tutor'/teachers® attitude ] ] . 7

to you

(e) Anv other cause: please state

Who do you talkx to when you experience feelings of tension, insecurity, worriment,
loneliness, inadequacy or frustration? (Check all that apply)

One of your tutors/teachers
Guidance Counselor

Friend in college

Friend outside of college

Parent or guardian

NI ETEIN

Anv other: please specify




28. At weekends and at the end of term vou are usually

happy -2 leave college
do aot care whether you leave college or not

7 reluctant to leave college

A great
29. {(a) In vour opinion, does any sort (kind) of deal Some None
prejudice exist in your college? ] ] ]
(b) 1Is the prejudice (if any) directed
against any particular group? Yes [] No [j

If Yes, which group is this?

(c) Give two examples of ways in which this prejudice is shown:

(1)

(2)

J0. To what extend have the following features of college life lived up to your expecta-~
tions? Please check whether each of the following features is much better than
expected, better than expected, ﬁyii—jj/jﬁpected, disappointing or very disappointin

Much \
better Better Very
than than Just as Dis- Dis-~

expected expected expected appointing appointing

(a) The course of
study D {:] M D D

(b} Development of new
friendships

(¢) The social climate
of the college

L] O
T
1 d
]
oo

(d) The competence of

my teachers ] '

J

1

L]
[
Ll

31. Below is a list of statements. Please check whether each occurs very often,
fairlv often, once in awhile or never.

Once
Very Fairly in
Often Often Avhile Never
(a) I find it difficult to
— —
concentrate on my work. ;J ] ] o
(5) The courses I do are
- . — — ‘_- - o—
rather dull. . . L -
(¢) 1 puc off doing my
assignments to the
Last minute. - - _ _
(d) I work hard at those
subjects I am not
o i i — = —
[ERJ!:‘ interested in. r L _ _
»y
o o ]z)
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Quest:on 31 zontinued Once
Very Fairly in
Often Often Awhile Never
{e) Iz is very vnusual ‘or me to
hand in assignments late. — = . -
(£) I give up easily if something
seems too difficult for me. T - ~ -
——— — — L
(g) Interests outside of college
9 ! 1 [Tt =
often make me neglect my work. M 7 ] '
(h) My friends do not think that I
take my work seriously. .- [] E] (:
(i) The curriculum of my college
include inquiry as part of my
learning experiences. N (t] [] C]
(j) The curriculum of my college
include research as part of my
learning experiences. Ej {7 ] ]
(x) The curriculum of my college
include discovery as par: of
my learning experiences. 7 i] lj (:]
32. After each statement below check whether it is almost always true, often true,
not often true or never true for you:
Almost Not
Always Often Often Never
True True True True
(a) I worry if I get poor marks. M ] 7] [
(b) I cannot see much relevancea
. —/ !
in the courses we do. ] 1 7] ]
(c) It is very important for me
to do well in college. { [j 1] M
(d) It does not matter to me if
T just scrape through my
examinations. I M 1] T

33. Indicate with a check below whether each statement is trus for all of your tutors,
most of your tutors, some of your tutors or none of your tutors.
All of Most of Some of None of
My Tutors My Tutors My Tutors My Tutors
(a) Are aware of the problems
existing in schools today. T f” ) Ej |
{o) Suggest realistic methods of
assisting trainee teachers in
dealing with tnese problems. T i Ej -
(c) Are really concerned about
rhe welf z —_ = —_— -~
the welfare of students. . ] . I
Q  Are willing to give students

[ER\/ individual attention.

Aruitoxt provided by Eic:
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Qrestion 33 :zontiaued All of Most of Some of None of
My Tutors My Tutors My Tutors My Tutors
fe) Motivate students to do
their best work. - - i —
{Z) Show respect for questions
. - . =
and opinions of sctudents. L — 7 il

[

(g) Actually use the teaching
methods they instruct scudents
in. []

(h) Live in dream world which is
totally different from reality.

]
]
L]

L
D
L

1
RN
]

(1) Give fair grades and marks. |

(j) Are opposed to change in any
form.

(k) Have a sense of humor.

L
]
L
]

(1) Are puncrual and are well
prepared for classes. |:

(m) Would respect the contributions
of students to the adminiscration
of the college.

4
L]
L

] .
(n) Respect each student regardless

of his/her social origin. ]

L]

] o

34. Do you know what Jamaica's philosophy of education and
its educational aims are?

Yes E] No [:

If your answer is Yes, please list what you consider to be three important aims.

)

~~
[

-~
D
A

20 you support these aims?

Yes ] No E]

Students vary very much in their opinions towards aspects of curriculum development
in teacher trairing colleges. Below are a set of scales describing different
opinions. If you feel that one or the other 2nd of the scale is something you
support verw much, you should place your X as follows:

(%8 )
wn

Q |
El{l(;n Teachers'

Students in Teacher
Training Colleges should
sarticipate in curriculum
zevelopment and planning
in Teachersz' Colleges X : :

nts in Teacher

tning Colleges should

Ticioate in curraiculum

levelopment and planning

Colleges : : : :

Aruitoxt provided by Eic:

The Ministcry of Education

should be in charge of

curriculum developmant and
planning without students'
participaction.

The Ministry of Education

should be in charge of
curriculum deveiopment and
planning without sctudents'
participation.
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the scale.)

II vou somewhat suppor: one 2ad, X as foliows:
Stucents in Teacher The Ministry of Education
Training Collegas should should be in charge of
parcicipate in curriculum curriculum development and
develcpment and planning planning without scudents'’
in Teachers' Colleges D G : : : : participation.

or
Students in Teacher The Ministry of Education
Training Colleges should should be in charge of
participate in curriculum curriculum development and
development and planning planning without students'
in Teachers' Colleges : : : : : X ¢ participation.
If you slightly support one end, X as follows:
Students in Teacher The Ministry of Education
Training Colleges should should be in charge of
participate in curriculum curriculum development and
development and planning planning without students'
in Teachers' Colleges : t X : : : participation.

or
Students in Teacher : The Ministry of Education
Training Colleges should should be in charge of
participate in curriculum curriculum development and
development and planning planning without students'
in Teachers' Colleges : : : ¢ X : participation.
If sou are undecided as to which end of the scale to support, X the middle. (Please

use this category only when you find it completely impossible to X either side of

MY OPINIONS WITH RESPECT TO CURRICULUM DEVELOPMENT

Students i1in Teacher

Training Colleges should
participate in curriculum
development and planning

in Teachers' Collgese :

(a)

Pleaste be sure to check each scale with an X.

The Ministry of Education

should be in charge of

curriculum development and

planning without students'
: participatzon.

(b) There should be more
college-based curriculum
planning and development

in Jamaica.

Curriculum planning and

development in Jamaica shov.d

be done by the Curriculum

Planning Unit of the Ministry
: of Education.

(c) Everv teacher should
recogn.ze zhat LU 135 darcs
of nis/her profess:ional
responsidiliity Lo oe
activelv involwed in cur-
riculum decision-making

37 in curriculum

<
[E l(?elopment. :

It should be the Ministry of
£ducation's responsibility

to be actively involved in
curriculum decision-making
and in curri<ulum development.




6. Now we OOk 4C 30me Iuestlons O Jetermine Aow Jfz2n ‘04 ace .nvolvec .n iiscussions
%12In ¥Our ToLnar ana Zacher or the xina of :nfluence znav have an 'ou.
.a; How :f:° have vour mother and fataer discussea with vou Zhe value of a
teacners' 2ollege education?
(1) mother: Very cften Never
(2) father: Veryvy often : : : Never
(b) How often have your mother and father discussed wiLh you zhe kind of ;obs
vou should consider for the future?
(1) mocher: Very often : : Never
(2) father: Very often : : : : Never
(c) How often have your mother and father discussed with you the obstacles you
may encounter in trying to achieve your goals?
(1) mother: Very often : : : : : : Never
(2) father: Very often : : : : : : Never
(d) How influential have your mother and father been on your career (job) plans?
(1) mother: Very influential : : : : : : Not influential
at all
(2) father: Very influential : : : : : Not influential
. at all
(e) How influential have your mother and father been on your educational plans?
(1) mother: Very influential : : : : Not influential
at atl
(2) father: Very influential : : : S : Not influential
at all
37. Hdere are some things which people say may prevent them from zachieving their educa-
:lanal goals. Please be sure to check each scale with an X shere 1t best describes
t imzortance o vou.
(a) The cost of :trainiang or further education after leaving hizh school, primary
sznool, or any other institutilon:
ry important : _ Not important
‘5) Discrima on in college admission policies:
Jery rmporctant : Not important
{c) P?re;udice on the part of the teachers and/or administrators:
Yery important : Not important
3, Mw o aorlizv zo do the work required
Yerv imporiant Net oimocrtant
72, Mw Zaar oI Zfacing the unkhown: )
Yerw wmporcant "o: Lmoorsant
Q (£ Can "ou =1:in< 2f any other taings thar could prevent rou {rom .thieving your
[ERJ!:‘ educational goals?

Aruitoxt provided by Eic:
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lhange wnich 1S '™handed down" Irom the Ministry of Education to the colleges runms
the risk of failure because of these possible reasous: coilege staff and students'
1nput is excluded or the colleges are tveated equally. Please place an X on the
scale where it dest describes your reaction to this statement.

"Handed~-down" change "Handed-down'" change means
exclude college srtaif every college is treated
and student input : : : : : : equally.

Other (please specifv)

39. Rank the following groups from 1-3 in terms of their responsibility for Teacher

Training College curriculum planning and development in Jamaica. (e.g. 1 = most
responsible, 2 = about the same, and 3 = least responsible)

The Ministry of Education
Principals and College Administrators
Teachers

Please state any other group(s) with vesponsibility.

40. Any proposal for change that seeks to improve the quality of life in a Teacher
Training College depends primarily for its success on: (Check all that apply)

The principal
Administrators
Teachers

Students

L O

Other (please specify)

41. While you are in college, who takes care of your educational and living expenses?
(Check all that apply)
:3 I do, with my savings
i:' My parents
:: My relatives, not my parents
— The government of Jamaica
_ Other (please spacify)
Q
, WJ:EEE ;)()




-2. How loang do you plan to teach after graduating Zrom college?
Yot at all

1-3 vyears

4-9 years

7-9 years

More than 10 years

LIcTEheit b

Life~long career

43. Do you plan to earn an educational dagree after graduating
from teachers' college? Yes O vo U

If Yes, please specify the field:

and what degree or degrees

44, How long after graduating do you expect to wait before enrolling in a college
or university to earn an educational degree?

-~

45. 1f yvou envision a career other than teaching, what will ic be?

Below are some questions on how you feel about things in general, not just educational
things. For each set of statements in this section, we would like to have you check
the one that comes closest to the way you feel things actually are “n life. Don't
check the way you would like them to be, buc the way you think things actually are.
PLEASE ANSWER EVERY QUESTION.

I More strongly believe:

46a. Many of the unhappy things in people's lives are partly due to bad luck.
OR
b. People's nisfortunes result from the mistakes they make.

47a. One of the major reasons why we have wars is because people don’'t take enough

interest in pclitics.
OR

b. There will always be wars, no matter how hard people try to prevent Chem.

48a. In the iong run, people get the respect they cdeserve in this world.
OR
b. Unfortunately, an individual's worth often passes unrecognized no matZer how
nard he tries.

49a. ‘without the right breaks one cannot be an effective leader.
OR
Capable people wno fail to become leaders have not taken advantage of their

%9
‘. opportunities. ‘ 61
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%o matter how hard you try, some people just don't like you.

OR
People wno can't get others to like tnem don't understand how to get along with
others.

People who 1 .': do well in life often work hard. but the breaks just don't come
their way.

OR
Some people juzt don't use the breaks that come their way. If they den't do
well, it's their own f:ult.

I have often found that what is going to happen will happen.

OR
Trusting to fate has never turned out as well for me as making a decision to take
a definite course of action.

Becoming a success is a matter of hard work; luck has .ittle or nothing to do with it.
OR
Getting a good job depends mainly on being in the right place at the right time.

The average citizen can have an influence in government decisions.

OR
This world is run by the few people in power, nd there is not much the little guy can
do about it.

When I make plang, I am almost certain that I can make them work.

OR
It is not always wise to plan too far ahead because many things turn ov% to be a matte
of good or bad fortune anyhow.

In my case, getting what I want has little or nothing to do with luck.
OR
Many times we might just as well decide what to do by flipping a coin.

Who gets to be the boss often depends on who was lucky encugh to Le in the right place
first.

OR
Who gets to be bass depends on who has the skill and ability; luck has ittle or
nothing to do with it.

As far as world affairs are concernad, most of us are the victims of forces we can
neither understand nor control.

OR
By taking an active part in political and social affairs, the people can control
world events.

Leadership positions tend to go to capable people who deserve being chosen-

OR
It's hard to know why some pe~ple get leadership positions and others don't. Ability
doesn't seem to be the important factor.

Most people don't realize the extent to which their lives are controlled by accidental
happenings. d

OR
Th2re reaily is no such thing as 'luck'

&2
bor




6la. Iz is nardé to xnow wnether or not a person real'y likes vou.
OR
5., How many iriends you have depenas upon how nice 2 person you are.

62a. In the long run, the bad things that happen to us are balanced by the good ones.
IR
b. Most misicrrunes are the Tesult of lack of ability, ignorance, laziness, or all
three.

63a. With enough effort we can wipe out political corruption.
. OR
b. It is difficult for people to have much control over the things politicans
do in office. : .
64a. Many times I feel that I have little influence over the things that happen to me.
. OR
b. It is impossible for me to believe that chance or luck play an important role in my
life. -

63a. Pebple are lonely because they don't try to be friendly.

OR
b.  There's nos/much use in trying too hard to please people; if they like you they like
yau. ) .
66a. What happens to me'is my own doing. )
: OR

b. Sometimes I feel that I don't have enough control over the direction my lLife is
‘taking. -

67a. Most of the time I can't understand why politicans behave the way they do. |
¢ . OR

b. In the leng run, the pecple are responsible for bad government on a national as

well as on a local leavel. ‘

68a. Knowing the right pegple is important in deciding whether a person will get ahead.
. OR
b. People will get 2head in life i~ rhey have the 2oods and do a good job; knowing the
right peo>le has nothing zo do with "t.

ERIC

oot § . - ‘ ' &53 /
. Jo




Effect of Test Anxiety, Locus of Control,

and Use cf Information Retrieval Aids

on Academic and Predicted Performance of College Students

Sally Lechlitner Lusk
Linda Petty
and

Wilbert J. McKeachie




Effect of Test Anxiety, Locus of Control,
and Use of Information Retrieval Aids

on Academic and Predic-< . Performance of College Students

Introduction
Three areas of study were included in this investigation. Our
primary purpose was to test an aspect of Tobias' (1977) information
processing model of the effect of anxiety on learning from different
instructioral methods. Tobias suggested that information processing
aids would improve exam performance since anxiety interferes with
retrieval of learning. We hypothesized that students with high scores
on a measure of test-anxiety would derive the greatest benefit from
retrieval aids because they experience the greatest aaxiety and pre-
sumably the most interference from anxiety.
Procedures
Parallel studies were conducted at Hampton Institute and The
University of Michigan.
Subjects
Thé subjects were 160 students enrolled in the Psychology of Aging
course at The University of Michigan and 43 students in the introductory
psvchology course at Hampton Institute. - ————

Measures and Experimental T .tervention

Early in the term the students completed the Test Attitude Inventory

(Spielberger, Gonzalez, Taylor, Anton, Algaze, & Ross, 1977) and measures

of personal and academic Locus of Control of Reinforcement selected from

Q
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Rotter's (1972) instrument. The course mid-term exam was split into two
equivalent halves and administered in two consecutive class sessions
separated by 48 hours. During the first mid-term exam students were
allowed to use an information retrieval aid, a 5" x 8" card containing
their notes. Prior to both mid-term exams students completed the

Worry and Emotionality Questionnaire (Liebart & Morris, 1967) and pre-
dicted their exam scores. Following the first exam they responded to

a questionnaire regarding the use and helpfulness of the notes and again
completed the personal and academic Locus of Control measures. Exam

scores were given tothe r2search team by the course Teaching Assistants.

d
Statistical Analvsis

1

(4
W,

For the analyses students ;ere divided into quartiles
Moderately Low, Moderately High, and High Test Anxiety Groups) for
each of the two Worry Questionnaire measures. Students were divided
into Internal and External groups on the Locus of Control neasure.

This was used in combirnation wicth the four Test Anviety groups in the

analvses of interactions.

Results
High test anxiety students did not differ significantly from other
student., in their relative performance on tests with and without
rer.ieval aids. Thus our basic hvpothesis was not supported.
Surprisingly, students in the lowest quartile on the "Worry'" test anxiety
1tere performed better on the mid-term test with notes available than

on the second mid-term test.




The Two Hampton Studies*

Forty-three students in Introductory Psychology at Hampton Iustitute
were subjects in a study which replicated the Michigan design. This
sample of undergraduates did show a significant difference by test
anxiety level or the two exams. All groups did better on the No Notes
exam, however. As indicated previously there are several possible
explanations. The second exam (No Notes) may have been easier than
the first, or experience with an instructor's exams may have
influenced grades. The Notes exam was first in boti the Michigan
and Hampton samples; making up the note card may have helped on the
No Notes exam as well as on the Notes exam.

To det>rmine the cause of this phenomenon two additional groups
were run at Hampton Institute. Two sections of Methods I (208) were
subjects: 17 in Group I and 24 in Group II. The TAI was given early
in the semester. Two equivalent exams were generated; the even questions
were pulled out to be the Notes exam and odd questions were

the No Notes exam for each class. Section I had the Notes exam first,

while Section II had the No Notes exam first, thus allowing a compar .son

for order effects.

Test Anxiety [nventoryv

This sample of Hampton Institute students are higher on both the
worry and the emotionalitv scales than are the Michigan sample and the

inventorv averages on the TAIL.

* Carrizd out and reported by Linda Petty.

ERIC g |




Worry Emotionality
Manual 14.3 18.0
Michigan 13.5 17.9
Hampton Inst-tute 23.0 22.9

This difference in worry level between the Michigan sample and the
Hampton sample may account for the often divergent examination results.
The results of the WEQ Test Anxiety Measure prior to the Notes exam at
The University of Michigan are graphed in Figure 1 with the quartile
groups indicated with the dashea vertical lines. Also in Figure 1

the scores of the Hampton sample are indicated and the qu.rtiles marked

with solid vertical lines.
Insert Figures 1 and 2

Figure 2 gives the same information for WEQ measure prior to the No
Notes exam.

All the students in the Fampton sample were worried--the Methods I
(208) course is the first of two courses that are required of psychology
majors in experimental psychology, and it has a reputation for being
demanding. It is also the first required course the psychology majors
take after Tntroductory Psychology (C03). To further complicate inter-
pretation these worry measures do not cocrrelate with test performance.
The students gettiné the lowest test scores are not those wheo are most
worried about their te t performance as one would predict from the

literature and the Micuigan sample,




Q
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Locus of Control

Hémpton Institute students are more external on the personal locus
of control measure than is the Michigan sample. Rotter (1972) reports
that minority individuals and women tend to be more external than do
white males. This finding is in line with expectation that any group
which has been discriminated against will rightly perceive that
environmental factors .ften do control one's behavior. On the academic
portion of the locus of control, Hampton students are much more internal,
i.e., they believe that they have control and that they are not arbitrarily
treated within the college community, than are the Michigan students.
Pe~haps the size and atmosphere of the campus contributes to this

difference.

Test Performance

RIC
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Perhaps because of the high rate of worry under both the Notes and
'ilo Notes conditions there were no significant differences in test
performance by test anxiety level. The highest and the lowest anxiety
zroups did equally well and better than did the moderate groups. This
is in direct oppositiop to what was hypothésized. Further, having had
the Iotes did not aid anyv one anxietyv group significantly more than
the others, althougn the highest anxiety group scored an average of 5
points higher on the Notes exam than on the No Notes, and the lowest
group scored about one point higher on the Notes exam, whereas the
moderate groups both scored higher on the dlo Notes test. The variability

was larpe, so no significant differences were found.
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Use of Notes
- \

Hampton Institute students reported a much greater use of notes than

|

did the Michigan students, and the highest anxiety group reported a }
significantly greater atilization of their notes compared to the other
three groups. This group (the highest test anxiety group) did not,
however, report wanting notes on all tests. The moderately high anxiety
group said that they would like to have notes on all exams, although they
were the group that reported the least use of their rotes.

Because of the alternation of the Notes-No Notes exams several
questions were changed and a few added to the post exam questionnaire
(e.g., ""Developing the notes for this exam caused me to study differently
than 1 susually do.'") The low test anxiety and moderately low groups
ceported that making the notes had caused them to study differently.
The high test anxiety and the moderatley high groups did not report any
effect of making the notes. A post exam questionnaire was also administered
after the No Notes exams. The questions asked were aimed at the order

effect question. There were no sigrnificant differences except for the

wanting notes on all exams (as on the Notes exam).

Test Performance and Locus of Control

Students higher on externalityon the personal locus of control scale
did significantly better on the Notes exam than on the No Notes exam,

while the reverse was true for those who scored high on internality.

lnere were significant diiferences in locus of control, personal or

academic, between the Notes and No Not.. exams.
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Estimates of Test Performance

The more worried the student was, the lower his/her estimate of
his/her exam grade both before and after the Notes exam. On the No
Notes exam the highest test anxiety group's estimate of exam grade
was significantly lower thin were the estimates of the other three
groups. There were no other significant effects on estimates by rest

anxiety.

Interviews

Ten students were selected randomly to be interviewed by the Hampton
experimenter. These students were asked if they had studied differently
for the Notes exam than they usually do. If the student did study
differently, he/she was asked to describe and compare the way he/she
generally studies with how he/she studied for the Notes exam. The sane
question was asked about the No Notes exam.

Those students in Section 2 who did not generate memory aid (notes)
prior to the No Notes exam did not report any change in study methods for
the No Notes exam, but those who made up note cards before the first exam
reported that they had read the material over and then gone back through
and tried to figure out what the most important concepts and information
were in the chapters and in the class notes. Fortv-two percent said that
t.ev ranked the contents. Those students in Section I who had the Notes
exam first reported that they (84%) had approached the material differently
than tliey usually do. They reported the same process as did notes
generators in Section 2. Those students in Section 2 who waited until

after the Mo Notes exam to generate their memory aid reported that they

used the same method as described by the other groups before the Notes exam.




Order Effects

Section 1 had the Notes exams first as did the first Hampton study
and the Michigan sample, but Section 2 had the No Notes exam first so
that an order effect could be found if that was what produced the higher
scores on the second exam in Study I. Students in Section 2 were asked
if they had generated their memory aid from their Notes test note cards
before taking the No Notes test. Twelve had already done so. These
twelve students' scores were significantly higher on the No Notes exam
than were the scores of those students in Section 2 who had not generated
the memory aid prior to the No Notes exam. Comparison of the exam
scores on the Notes exam for Section 1 (where the Notes exam was the
second exam) with the scores for Section 2 {where the Notes exam was
first) < ows significant difference on notes exam scores (F = 5.65,

P = .02, df = 1,131). There are not significant differences between
scores on the No Notes exam across Sections. Along with the results of
the interviews, these data indicate a strong effect of the generation of
the notes. As the students reported, they asked themselves different
questions about the material. They had to decide what concepts and

information were most important.

92 ;
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Secondary Analyses in the Michigan Study

The Interaction of Anxiety and Availagbilitv of Notes in Effecting

Test Performance (Using the Final Examination as a Control)

Since performance on our seccnd mid-term test may have been
contaminated by the availability of notes for the first mid-term,
we also tested interaction eifects on the first mid-term using scores
on the final examination as a covariate. Again the results were not
significant at the 5% level with the low test anxiety group relatively

highest on the test where notes were available.

Focus of Control, Test Anxiety and Availability of Notes

We had also hypothesized- that test anxiety would interact with
locus of control and availability of notes in affecting exam scores.
No three-way interaction was found, but an interaction with locus of
control was found. At Michigan students with internal locus of control
performed better when notes were available. But the group who benefited
most from the availability of notes were those low in anxietv with
external locus of control. At Hampton external studen:s did significantly

better when notes were available.

Anxiety and Locus of Control as Predictors of Test Performance

Students with high scores on measures of test anxiety performed

more poorly than did those with lower scores on the test anxiety meastire.

|
|
Anxiety, Confidence and Availability of Notes
B —— S = i
|
Highlv anxzious students were less likely than other students to
report that they were more confident than usual on the test where notes

were available. Moderately high anxious students, however, were more

confident and were more likely to endorse use of notes on future tests.

|
|
O }
|
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Use of Notes
At Michigan students with low "Worry" scores reported less use
of notes than the other three groups, and at Hamp.on the high anxious

students reported the greatest use of notes.

Anxietv and Accuracv of Prediction of Test Scores

Students at different levels of test anxiety did not differ in

their ability to predict their achievement on the mid-term tests.
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The Interaction of Test Anxiety and Locus of

Control on Academic Performance*

Abstract

Previous studies of the relationship of Test Anxiety, Locus of Corntrol,
and academic performance have yielded contradictory results. In seeking a
|
| - ) .
; remedy for the negative effects of Test Anxiety, it will be useful to
|

know to what extent the high test anxious students assume responsibility

to be due to luck, chance, or "the system" (external view). University
students enrolled in an upper division psychology course completed

the Test Attitude Inventory (Spielberger et al., 1977) and a Locus of
Control measure consisting only of personal control (Gurin et al., 1978)
and academic control (Rotter, 1972) items. Their performance on the

three course examinations was affected by the interaction of Test Anxiety,
Personal Locus of Control, with the High Test Anxiety groups having higher
mean exam scores if they were also Internal, while the Low Test Anxiety
groups had higher scores if they were External. Additional studies of

the interaction effect of Test Anxiety and Locus of Control on academic

for their performance (internal view) and to what extent they believe it
performance are needed.

*Carried out and reported by Sally L. Lusk
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Although a number of studies have related internal-external Locus
of Control to academic performance at the elementary and high school
level, few have focused on college students. The relationship of Test
Anxiety, Locus of Control and performance has been explored in only a
few studies, and the findings in those studies are contradictory. In
seeking a remedy for the negative effects of Test Anxiety, it will be
useful to know to what extent the High Test Anxious students assume
reponsibility for their performance (internal view) and to what extent

they believe their performance to be due to luck, chance, or "the

system" (external view).
High Test Anxiety is consistently and inversely related to academic

° performance. One of the early Test Anxiety studies (Doris and Sarason,
1955) asked‘student; about their failure on an exam. The High Test
Anxiety students blamed themselves: "I got confused." The Low Test
Anxiety students attributed their failure to external factors: "It was
a bad exam." Studips of elementary and high school students (Lipsett,
1958; Rosenberg, 1953) found that High Anxious children had a strong
tendency to be self-disparaging. Wine (1971) and Meichenbaum (1972)
found that High Test Anxiety college students indulge in negative,
self-deprecating self-talk. The findings in these anxiety studies
suggest a relationship betwween High Test Anxiety (and therefore lower
academic achievement) and Internal Locus of Control, attributing results
to self. However, Internal students generally have higher academi:

performance than do External students at the elementary and high school

level. Although this has not been found to be true at the college level,

one would not tend to predict the reverse: Externals with higher academic

performance.

Tyt
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Only three studies are reported which used measures of Test Anxiety
and Locus of Control with college students; each had inadequacies and
their results were inconsistent. Two of these ciudies (Butterfield,
1964 and Watson, 1967) found a significant positive correlation between
Test Anxiety and Externality. Unfortunately, neither study looked at exam
performance. Butterfield, however, made comparisons based on only the
final course grade and found cthat the higher the students scored on
External Locus of Control, the higher was the lowest grade for which they
were willing to settle and the higher was their actual course grade.
However, Butterfield's sample was quite small (N=48). Watson correlated
measures of Test Anxiety and Locus of Control and found significant
relationships among all variables: with greater Externality at higher
Test Anxiety levels (r=.25, N=648). Prociuk and Breen (1973) found no
significant difference in grade point averages between Internals and
Externals. None of the articles reported an analysis for interactions
among Test Anxiety, Locus of Control, and achievement. There are
problems common to all three studies which may account for some
inconsistencies:

1. All three studie§ used the 20~-item Rotter Locus of Control

measure. Nore reported a factor analysis of the items.
Gurin, Gurin, and Morrison (1978) report that only five items
deal with the person's perception of self, while the remainder

relate to the individual's beliefs regarding political control

ideologies.

It would be expected that these five '"Personal Control" items
would be most useful. 1In addition to those items, the three
items relating to the academic setting should alsc be relevant.

The remaining 12 items of the Rotter scale which deal with




O
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"Contrcl Ideology" (Gurin et al., 1978) would not be expected
to relate to Test Anxiety and academic performance.

The Alpert and Haber trait Test Anxiety scale, the AAT, was
used in all three studies. Butterfield fcund such a high
correlation between this Test Anxiety measure and the Locus

of Control scale (r=.809) that he raised the question as to
whether they, in fact, measure the same dimension. McKeachie
(1969) suggested that the Facilitative Anxiety scale of the AAT
is probably a measure of general academic motivation rather

than of Test Anxiety.

Other factors which may relate to the results of the three studies are:

1.

The complex academic setting may encourage attitude changes,
but not behavioral changes. Hjelle (1970) has suggested that

"world view" as a defense

individuals may arrive at an External
against failure in a highly competitive envirsument. Students
would continue to be highly motivated and therefore earn above
average grades, but would defensivelv account for potential
failure or lower grades by Externally-oriented attitudes. This
is consistent with findings by Gurin et al. (1978) in relation
to socioeconomic status, race, and sex and "Personal Control"
Locus of Control. They found that "Personal Control" was
highest for the groups that experienced the fewest obstacles to

personal control, i.e., high income, white, and males. They

reasoned, therefore, that having experienced lack of control,

or a feeling of powerlessness against the system tends to increase

Externality. It is likely that college students, especially the
first and second year students who serve as subjects for most of

the research studies, would have experienced a feeling of

102
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powerlessness against the academic system.

2. Rotter (1975) suggested that there may be two types of Externals:
(a) an active, striving type and (b) a passive, accepting
type. These two types may really represent different label:s
for the phenomena discussed above in (1). Or, if two distinct
types really do exist, they may be differentially represented
in college populations.

This study will avoid the instrument problems identified in the
previous research. The five personal control items plus three academic
items will be used to measure Locus of Control. Test Anxiety will be
measured by using the Trait Test Anxiety scale, the T/i (Sreilberger,
Gonzalez, Taylor, Anton, Algaze, Ross, 1977). Using measurement tools
appropriate for collegé students in an academic setting, the investigator

expects to find a relationship between Test Anxiety and Locus of Control

and their effects on academic performance.

Method

Early in the term students enrolled in an upper division psychology
course at The University of Michigan, completed the five personal Locus of
Control items (Gurin et al., 1978), the three Locus of Control academic
items (Rotter, 1972), and the TAI (Spielberger, et al., 1977). The mid-
term exam was split into two halves administered 48 hours apart. Following
the first mid-term, the subjects again responded to the eight Locus of
Control items. At the beginning of the term, 122 students (75 females and
37 males) compieted the questionnaires and 102 of these students completed

both the mid-term exams and the post-exam Locus of Control measures.

103
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For the purpose of these analyses the students were divided into
quartile groups: Low Test Anxiety, Moderately Low Test Anxiety, and
High Test Anxiety on the basis of their TAIL Worry Scale s$cores. Internal
and external groups were determined by a median spiit on each of the

two measures: Personal and Academic Locus of Control.

Results

The means of the Acadenic and Personal Lo;us of Control measures
differed significantly between the first and second measurement. The
Personal Locus of Control mean score was higher {more External) following
the Mid-Term 1 exam than it was early in the term. The mean score on the
academic Internal-Externail measure decreased between the two measurements.
That is, students were less External on this measure foilowing the Mid-

Term 1 exam than they were early in the terii. See Table 1.

Table 1

Mzan Personal and Academic Locus of Control
Scores at Time 1 and 2

Locus of

Contrcl Time Mean Mean Diff. S.D. r Sig

Personal 1 6.29 -.24 1.17 -1.995 .049
2 6.53 n=97

Academic 1 4.41 .24 .83 2.998 .003
2 4.17 n=102

Note: Personal Locus of Control scores have a possible range of 5 to 1C.

Internal-External scores have a possible range of 3 to 6. Time 1

data were collected two weeks after the beginning of the term. Time 2

data were collected following the Mid-Term 1 exam.

[y
Gus)
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At both times the personal and academic Locus of Control measurements
significantly differ by Test Anxiety levels, with a positive linear
relationship between externality and Test Anxiety. Correlations between
the TAI-W and the measures of Locus of Control ranged from r=.292 to
.381, p<.0l. Tables 2 and 3 give representative analysis of variance
results.

The relationship between Test Anxiety and Locus of Control reported
in two of the previous studies is found here: a positive linear relationship
between Test Anxiety and Externality. Based upon that relationship between
Test Anxiety and Locus of Coatrol, the expected relationship between Locus
of Control and exam scores did not occur. The exam scores did not

significantly differ by Locus of Control scores.

Table 2

Mean Personal Locus of Control Scores at
Time 2 by Test Anxiety Groups

Test Anxiety

Group N Mean SD
Low 30 5.700 .9879
Moderately Low 28 6.679 1.442
Moderately High 26 6.654 1.263
High 20 7.300 1.380
Grand 104 6.510 1.372
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Table 3

Summary Table of Analysis of Varaiance
of Personal Locus of Control Scores
at Time 2 by Test Anxiety Groups

Source of Variation " DF Sum of Mean

Squares Squares F P
BETWEEN TA Groups 3 33.499 11.166 6.9575 .003
WITHIN 100 160.49 1.6049
TOTAL 103 193.99

Note: Time 2 is post-exam measure. Test Anxiety groups are quartile

groups based upon the TAI-W.

Personal Locus of Control (post-exam measure) and Test Anxiety
(measured by the TAI-Worry Scale) interact to significantly affect all
exam scores (Mid-Term 1, 2, and Final exams). (P<.05 to .0005). Tables 4

and 5 and Figure 1 present the results of the analysis.

Table 4

Mean Mid-Term Exam 1 Scores by
Test Anxiety and Personal Locus of Cortrol

Test Anxiety

Locus of
Control Low Mod. Low Mod. «igh High
Intc-nal
Mean 78.880 66.533 82.091 71.667
SD 13.324 21.636 9.375 15.253
N 25 15 11 6
External
Mean 89.500 79.385 58.429 67.571
SD 6.658 13.944 18. 3456 13.500
N 4 13 14 14
)

(VAN




Table S

Summary Table of Analysis of Variance
of Mid-Term Exam 1 Scores by Test Anxietv
and Personal Locus of Control

Source of Sum of Mean

Variations DF Squares Square F P
Between LC groups 1 22.029 22.0286 -~

Between TA groups 3 2094.19 698.062 2.7174 .05
Interaction 3 4993.23 1664.41 6.4791 .0005
Error 94 24147.5 256.889

Total a2

Note; Personal Locus of Control is the Post-Exam measure split at the median.
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Discussion

Locus of Control means differed between the two times of mecasurement.
The intervening three weeks, or the experience of the Mid-Term exam,
altered the responses to these items. These factors would be expected to
similarly affect the personal, but not the academic, Locus of Control.
However, this was not the case. Following the exam, students were more
external on the personal measures and less external on theacademic measures
than they had been earlier. It may be that early in the course students
exhibit more external attitudes on academic measures due to their uncer-
tainty about the professor and the conduct of the course. After they have
experienced the course and the first exam, they may then feel that they
have more control in the academic area. More difficult to interpret is
the change in personal Locus of Control, as it would be expected to be a
stable measure reflecting a sum of life experiences. 1If an external
attitude is the result of a feeling of powerlessness against the system,
it may be that this is not as strong a feeling at the beginning of the
term and that the accumulation of experiences during the term increases
feclings of little personai control. Additional studies exploring the
stability of the Locus of Control measures will be useful.

The positive relationship between Externality Locus of Control and
Test Anxiety which was found in two previous studies was also found ir
this sample and was consistently true for both the personal and academic

Locus of Control. Because lower exam scores are typically associated with
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High Test Anxiety, the Externals should have lower scores. None of the
exam scores signiiicantly differ by any Locus of Control measures.
However, all exam scores (Mid-Term 1 and 2, and Final) were affected
by an interaction of the Personal Locus of Control and Test Aunxiety.
The moderately High Test Anxiety group had higher mean scores if they were
also Internal, while the Low Test Anxiety groups had higher scores if
they were External. This interaction is not easily explainable as the
opposite effect might be expected. The mean TAI-W score for this sample
did fall slightly below the mean for college students given in the manual
(Sp}elberger et al., 1977). (Males--13.27 vs. 13.61 and Females-~13.65
vs. 14.90). It could be argued then that this sample was not "anxious
enough' to yield the expected relationship bétween Locus of Control and
Test Anxiety.
The contradictory results of previous studies of Locus of Control
and Test Anxiety may well have been due to an interaction between Locus
of Control and Test Anxiety. No analyses for interactions were reported
in these studies. Replications of the present study with diverse samples
will contribute to understanding the relationships between Locus of Control
and Test Anxiety. Courses which are known to engender High Test Anxiety
and Low Test Anxiety should be selected in order to understand the effect

of a wider range of Test Anxiety.

(09
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APPENDIX A

TEST ATTTIVOR IXVEITCRY

DIRECTIONS: %ead each of the following statements carefully
ind then mark the appropriate answer on the separate answer sheet.
Indicate how you aenerally feel regarding tests. There are no a
right or wrong answers. *o not spend too much time on any one
statement, but give the answer which seems to describe how you
qenerally feel with reqard to tests anc examinaticns,

ALIDST) ALWAYS

ALMOST X
sSoMET IS
orroi

1. I feel confident and relaxed vhile taxing tests ....c0000.0 1

2. hile taking final exsmimations I Bave sz uneesy, upest
f..unooo.ooooo-ooooooooooo.ooo..oooooooo.oooooooooo.ooooo b§ e 3 Y

3. Thinking about the grade I may get in a course interferss
Vtthwverlontml..................................u.. 1 2 3 1

~N
(¥
=

8 Im.““’“tu L TR N Y P i S S § Q 3 L

5. During exams I find myself thinking abowt vhether I')1
oer m w w“.oooooooooooootootoooﬂ.oooo..ooooooo b3 e 3 L

6.mm:-!wrtntm:¢stm.tnonncon!1ud2m.l a 3 L}
7. Thoughts of doing poorly {aterfere vithk "y coucentratios

o mt.oo.ooo.oo-oooo.oooo;.ooo..ooo-..ooo..oooo.ooooooooo 1’ 2 3 b
8. T feel very jitrery vhem taking sa important test..........3 2 3 &

. 9. Zven vhun I'm vell prepared for & test, I feel very anxious
about ztooooo'o.oo..ooooooooooo'oooo.0.0'0.'.0o.ooooo'o'ooo 1l 2 3 4

10. I start feelicg very uneasy just defore getting s tast
PAPEr BaCKoceereotescesccccranssssssscasscccscecnscssccnnss 1 2 3 4

L1, Juring tests I £00l YTy te08@.ccccsecececrnncovorescensces 1 2 3 4
12, 1 vish examinations 414 8Ot Dother %@ 80 Mch.ee.onenocanes 1 2 3 4

12. During {mportant tests I am a0 tense that my stomach gets

up'“oooo..o.otootoooooooo"oootooooo'oo'Oo..o'.ooooo.ooo'. 1l 2 3 4
14. T ssem to defest myself vhile working om importsat tests... 1 2 3 4
i5. 1 feel very panicky vhea I take an 1aportant test.......... 1 2 3 L

1€, If T vers to taks an irportant exsminstios, I would vorry
& ETeAt dsal Defore taKing {Leceecceciccccesccnnssscacoccee 1 2 3 b

17. Juring tssts I find wyself thimking sbout the consequences
Of £841408 0. ctececcresasscaccsssccacsceccscsctosscncsncece 1 2 3 3

18. I feel uy heart besting very fast during importast tests.. 1 2 3 L

19. umuuemzsmrxmeozwpnmmme i¢,
DUL I JUBL fBB'Ceccriniuancronncrocccosectcsannnsssocscnnes 1 2 3 L

20. During s corrse exariontion I get so nervous that I forget
f80t8 I Tel LY UOOV. . e.cerecrenvcnccetscnccersncoconcenncse )

(3]
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Cumulative Grade Poine Average

Circle Angers:

APPENDIX B
COVER sHEET I Mid-Term Exam I
1 D Number
Major
Class Level: R sopm SE  MASTERS SPEC  pocT

Sex: M r

Read each of the

1. The statement
2. The feeling, condicion,
3. The fealing, condition,
[ The feeling, condicion,
5. The feeling, condicion,

I do not feel very confident
I am 30 nervoue thae

1 feal ny heare beacing faet

——1 feal T may not be as vell Prepared for this
—! a8 30 tense that =y seomach 1is
! 28 vorrytng a great deal about his
—=l! have an unessy, upsac fealing

—! f10d mygal? thinking of howv much brighter the
——_1 s chinking of the consequences

! feel very Panicky about taking chyg teet

Your MEST GUESS of your score
There are 2 Pages to this cest
7eal free
Sefore begining, wrize

aane on the cesc.
Previous work.,

We vant

“hen vou turn tn your exas,
"Cover Sieacs”.
23y course faculey.

ERIC

PAruntext provided by eric

following sCatenentcs carefully,

right nov {a relation to the upcoming examination
scalae;

DOZS NOT describe

T cennot remember facts which ! really know

on this cese {s

t0 wvrite comments aboyt any of the
Jour student number on the

to grade the cests

Please separate chis
This wvav your {nforaacion will

After each ftem, indicate
ia this class.

how you faeel
Use the follovwing nume:ical

uy faeling, condition, gcc.
etc., 1s davel fNoticeablas

ete., 1s lndenulz {ntenae

etc,, {s stron
ete., I3 very scromg

sbout ay performance on this ceet

teat sa I coyld be
upset

teat

other students gre than 1 am

of failing this cest

per cent.

queetiocns

back of each sheet,
vichout

Do_not wrice your
Preaconceptions based upon Your

sheet and plaice it {n
be confidential

the envelope zarked
and not avatlable to

113
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21,

22,

23.

4.

2.

27.

28.
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APPENDIX C

QIARCTIONS: Fach item below consists of a pair of answers, numbersd
1. or 2, Please select the one statement of sach mair which you acre
strongly believe to be the casa as far as you're concerned and rscord

on tne answer sheet (1. or 2,). Sozetimes you may believe both

atatezents; in suoh cases, salect the osne you more strongly beliave to

the case, Sometimes you may not believe either statement; 1h such

SURE YOU A% ANSWERING WHAT YOU PERSONALLY BELIEVE RATHER THAN WEAT

YOU WOULD LIXR TO BE TRUE., THIS IS A MEASURE OF PERSONAL BELIEZP;
THEERE ARE NO RIGHT OR WRONG ANSWERS.

1. I have often found that what is 90inq to hapoen will happen. -

2. Trusting to fate has naver turned out as well for me as making a dezision
to take a definite course of action,

1. The idea that t?lchers are unfair to student; {: anacanse,

M3 3tudents don't realize the extent to which their grades are influenced
by accidental happenings,

—
.

When [ make plans, ! am almnst certain that | can make them work.

2. It 1s not always wise to plan too far anead because many thiiqs turn out
to be a matter of qood or bad fortune anyhow.

1. In the case of the well prepared student there is rarely {f ever sych 2
thing as an unfair test,

2. Many times exam Questions tend to be so unrelated to course work that
studying s really uselass.

1. In my case, getting what ! want has 1ittle to do with Tuck.

2. Many times we might just as well decide what to do by flipoing a coin.

1. Sometimes [ can't understand how teachers arrive 4t the grades they jive.

2. Yhere s a direct connection between how hard ! study and the grades | qet.

1. “tany times [ feel that { have l{ttle inflyence over the things that
nappen to me,

2. It is impossible for me to believe that chance or luck play an imoortant
role innmy life,

1. What happens to me 1s my own doing.

2. Sometimes ! feel that ! don't have enough control over the direction
my 1ife s taking,
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APPENDIX D

POST<-EXAM QUESTIONAIRE
This Information will be kept confldential.

NAME 1 0 NUMBER
1. Now that [‘ve completed this exam, my best quess of my score is Y.

TIRECTIONS: Each ftem below consists of a oafr of answers numbered 1. or 2. Please
select the one statement of each pair which you more stronaly belfeve to be the case
43 far 33 v'y're concerved and circle the nuober (1. or 2,) Tor that choice. Somee
times you may believe both statements: in such cases, select the one you more strongly

believe to be the case. Sometimes you may not belfeve either statement; {n such cases
select the one you disaaree w e least,

8E SURE YOU ARE ANSWERING WHAT YOU PERSONALLY BELIEVE RATHER THAN WHAT YOU WOULD LIKE
T0 BE TRUE. THIS IS A MEASURE OF PERSONAL BELIEF: THERE ARE MO RIGHT OR WRONG ANSWERS,

2. 1. 1 have often found that what ¢ going to happen will happen.
2. Trusting to fate has never turned out as well for me as making a deciston
to take a definite course of action.
3. 1. The fdea that teachers are unfair to students is nonsense.

3. Most students Jon't realfza the extent to which their grades are inflyenced
by accidental happenings.

4, 1. When [ make plans, [ am almnst certain that [ can make them work.

~
.

It fs not always wise to plan too far ahead because many things turn out
to be a matter of qood or bad fortune anyhow.

3. 1. In the case of the well prepared student there {s rarely if ever such a
thing as an unfair test.
2. Many times exam questions tend to be so unrelated to course work that
studying s really ysaless.
s. 1. In my case, getting what [ want has 1{ttle to do with luck.
2. Yany times we might just as well decide what to do by flipping a coin.

7. 1. Sometimes I can't understand how teachers arrive at the arades they give.

. 2. There 13 a direct connection between how hard ! study and the grades [ get.

8. 1. Many times I feel that I have little influence over the things that
happen to me,

2. It is impossible for me to belfeve that chance or luck play an {important
role in my life,

Q
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9, 1. What haopens to me is my own doing,

2. Sometimes [ fee) that I don't have enough control over the direction
my 1ife is taking,

10. I brought notes to the exam today:

D YES ——> Please inswer the following {tems about today's exam,

03 % —> st here and return questionaire, Thank you.

DIRECTIONS: Circle the number which best represents your feelings about each item.

Strongly
Agree
11, Ouring this test ! felt more confident 1 2 3
than I usually do while taking exams,
12, Even with my notes, I felt just as ner- 1 2 3 4
vous as [ usually do when taking a test.
13, [ referred to my notas bafore an3wring 1 2 l 4
eyery question,
14. 4y notes h2lped ma develop my answers 1 2 3 4
to most of the questions on the exam.
1i. [ really didn't use my notes during 1 2 5 4
tae exan, ‘
17, 1 woulii 1{ke %o have notes allowed 1 2 3
for fyture exams in thic course,
17. | would like to have notes with me 1 2 3
for all oxams [ take,
17, 1 used my notes very little during 1 2 3

the exam,

ThANK  YOU
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Fantasy Play in Black Children

Research Team: Vonnie McLoyd, Bonita Toler, Betty Morrison

SUMMARY OF PROJECT

This research focuses on the development of fantasy play in
black children. Fantasy play involves the attributions to persons,
objects, materials, or situations, properties which they do not actually
possess. For example, a child who pretends that her doll is hungry
or tired is attributing properties to the doll which the latter does
not actually possess. Similarly, a child who pret:nds that a block is
a cigarette or a lollipop is attributing properties to the block
which the latter does not actually possess. The child, thereby, "trans-
forms" the doll into a '"real" person or the block into a 'real"
cigarette or lollipop. Fantasy play, then, can be thcught of as a
conglomerate of various types of transformations. Thke objective of
this research is to describe the development of various types of trans-
formations in 72 2 1/2 to 5 1/2 year-old low- and middle-income black
children, as a function of age, sex, and income level. 1In addition,
the relationship between age, sex, and income differences, and maternal
attitudes and practices regarding fantasy play and other environmental
factors were explored. The subjects were divided into groups of three
children of the same sex, age, and income level, who were brought to
a playroom, equipped with several attractive toys or unstructured
materials, for 30 minutes of free-play on four different occasions.
In Michigan they were covertly observed and videotaped through a one-
way mirror, while in Virginia they could observe the camera person.
The predominant types of transformations used by children during the
free~play session are identified, based on their recorded speech and
related behaviors. 1In addition, a randomly chosen subsample of mothers,
equally divided according to their child's sex, age, and income level,
were interviewed abtout their attitudes and practices regarding fantasy
play and the child's home environment. Also the pupils, teachers, and
their aides responded to a pupil behavior inventory which rated the
children's conduct, motivation, dependency, socio-emotional state,
personal behavior, and fantasy play. At present, the data from the
videotapes are being transcribed, and the data from the interviews
and behavior inventories have been coded and computerized.

DETAILED DESCRIPTION OF PROJECT

The explicit purpose of the research described in this report is
to examine the development of fantasy play in Black low- and middle-
income 2 1/2 to 5 1/2 year-old children. The research is a continuation
of McLoyd's ongoing research program in the area of children's play
and socialization. Play is a broad, generic term which has bean used
to describe extremely disparate forms of behavior, ranging from
infant explorarion and mawipulation to humor, dance, mime, the dozens,
organized games, and competitive sports. Of t“e many divergent forms
of play behavior, this study focuses on the development of fantasy play




in Black low- and middle-income children. Fantasy play involves

the attribution to persons, objects, materials, or situations, properties
which they do not actually possess (Markey, 1935). For example, the
child who pretends that a block is a cigarette or lollipop is attribu-
ting properties to the block which the latter does not possess, and
thereby "transforms" the block into a cigarette or lollipop. Fantasy
play, then, is a transformational and representational activity whereby
the "signifier'--the present object, material, person, or situation

is transformed into the "signified'--the absent object, material,
person, or situation (Piaget, 1962; Sutton-Smith, 1972b). 1In short,
objects and materials are used, and persons and situations negetiated
as though they possessed properties which they do not actually possess.
Fantasy play, then, is constituted by various types or modes of
transformations.

Previous research tentatively suggests that engagemeni in taniz2sy
play enhances role-taking skille and empathy (Ginsburg and Opper, 1969;
Rosen, 1974; Saltz and Johnsorn, 1974), concentration and impulse
control (Saltz, Dixon and Johnson, 1977; Singer, 1973b), creativity
and originality (Feitelson and Ross, 1973; Freyberg, 1973; Salrz et. al.,
1977; Smilansky, 1968), and the expression of positive affect (Freyberg,
1973).

Our attempt to examine the development of fantasy play in Black,
low- and middle-income children is based on three major issues and
considerations, all of which are related to McLoyd's previous research
(McLoyd, 1977, 1978a, 1978b). A cursory discussion of each of these
issues and considerations is presented below.

Paucity of baseline data on fantasy play in Black’children. A
scardh of the literature reveals a paucity of both naturalistic and
experimental manipulative research on the developmen: of fantasy play
in Black and poor children. Notwithstanding the absence of such research,
the assumption that Black and poor children's play is deficient, when
compared to white, middle-class children's, abounds in the play
literature (Freyberg, 1973; Murphy, 1972 Rosen, 1%74; Saltz and Johnson,
1974; Saltz et. al., 1977; Smilansky, L968, p. 62; Smilansky, 1977,
Sutton-Smith, 1972a; for a review, see Mcloyd, 1977). Thus, what
few studies of fantasy play in Black and poor children that exist
are intervention studies designed to train them to engage in higher-
quality and more frequent fantasy play (e.g., Freyberg, 1973; Rosen,
1974; Saltz and Johnson, 1974). Pre-intervention assessment is geneially
limited to ratings of play complexity and imaginativeness, or assignment
of children's play to very broad categories of play such as functional,
constructive, and socio-dramatic (role) play (e.g., Feitelson and Ross,
1973; Freyberg, 1973; Rosen, 1974).

The assumption of deficiency and the subsequent practice of inter-
vention in the play of poor and Black American children emanated primarily
from Smilansky's (1958) finding that low-income children residing in
Israel (ail of Middle-Eastern and North African descent) engaged in less
and poorer-quality fantasy play than did middle-income children residing
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in Israel (all of European descent), and her subsequent interventicn
program. Smilansky's research, as well as similar research with Black and
poor American children ignore the fact that, "Facilities for 'imaginative
play activity' may be displayed in various ways by children. Individual,
subcultural, and cultural play styles all affect the way that a child

will play and so...a child may not engage in imaginative socio-dramatic
play activity in the way that American (European) middle-class children
do, and yet he/she may di.play imaginative abilities in other ways.
Another particularly difficult problem is the fact that there are many,
sometimes conflicting, views of what constitutes imaginative play

behavior (Schwartzman, 1976)." 1In addition, the fact that these studies
often report increased fantasy ptay as a result of intervention does not
ipso facto mean that Black or poor children's play is deficient. It is
probably true that all children would show increases in the very behavior
for which they were trained to enact during intervention. The effect

of this intervention tradition has been not only the generation of

very little information about the internal dynamics of play in Black

and poor children but also what Herzog (1970) terms 'a snowballing

of folklore," in this case, that Black and poor children engage in
deficient, and therefore changeworthy fantasy play. It is imperative

that further research be conducted to examine the play of children

from different cultural and socioeconomic backgrounds in a variety of
settings and situations. In the absence of such data, valid statements
cannot be made about the kinds of fantasy play in which children from
different backgrounds engage and the frequency of their engagement.

Children's verbalizations during play provide perhaps the most
unambiguous evidence of transformations. For example, as noted vy
Garvey, (1974), children's engagement of fantasy versus reality is
often marked by their use of the terms '"really" and "pretend,"
respectively. Children's fantasy play is also marked bv verbally
expressed "as if'" transformations of objects, materials, persons,
and situations which may take the form "Pretend as if X is Y" or some
variant (e.g., '"Make like X is Y."). These verbalizations are particularly
crucial during social as opposed to solitary fantasy since the social
interchange between or among children can continue only if they mutually
agree on the imaginary identity of objects, materials, persons, and
situations.

McLoyd (1978a) has conducted the only existing research on the
verbally expressed transformations made by Black, low-income children
in a qcuasi-naturalistic setting. The dyadic social interaction of
36 Black low-income 3 1/2 and 5 year-old children was observed and
videotaped during a 20-minute free-play session. Almost half (.46)
of the girls' and one-third (.34) of the boys' utterances represented
attributions to objects, materials, persons and situations properties
which they did not actually possess. While this study did not measure
the actual amount of time engaged in fantasy play, the proportion of
fantasy (transformation) utterances to total utterances is strikingly
similar to the proportion of fantasy play te total free-play reported
by Matthews (1977) in her study of White middle-class children (43%
and 487 for boys and girls, respectively). Moreover, the measure




of verbalized fantasy in McLoyd's study probably underestimates the

amount of actual fantasy play of the subjects because many instances

of fantasy play were not verbally referenced or expressed by children and,
therefore, were not reflected in the data analysis. These research
findings casts some doubt on the assumption of deficiency in Black

and poor children's play, or at least strongly suggests the need for
further examination of culture and income level differences in fantasy
play. The present research is an attempt to replicate the previous
findings about fantasy play in Black, low-income children and a preliminary
step toward specifying the differential internal dynamics of fantasy

play in Black low- and middle—income children in a quasi-naturalistic
setting.

Fantpsy play, socialization and other environmental factors. In
addition Ebsngziding baseline information on the fantasy play of
Black children from different income groups, this research is an
attempt to examine the relationship between fantasy play and socialization
practices, cultural, and income-related factors. Huizinga (1950) has
written extensively about how culture itself bears the character of
play. Of more relevance here is the issue of how culture and socialization
practices are reflected in chidlren's play. If the contents of children's
play are their environmental experiences, and if these experiences
are selected or determined by socio-cultural factors, then their play
will reflect the culture's -rhos or world view, as well as the skills
information, values, and goals necessary to become an integral
member of that society. As Stone (1971) suzcinctly notes, '"Play,
like other collective enterprises, is a collective representation:
it represents the arrangements of the society and historical era in
which it is carried on (p. 5)."

A few studies have examined the relationship between general
characteristics of play and parental and environmental factors.
Perhaps the most well-known study of this issue was conducted by
Roberts and Sutton-Smith (1961). These researchers reported a
strong relationship between the predominance of games emphasizing
strategy, skill, and luck, and the childrearing goals and values of
56 different societies. Freyberg (1973) reported that low-income
children with a high fantasy predisposition compared to children with
a low fantasy predisposition had fewer siblings, more living space
at home, and had parents who engaged in more plavful and imaginat‘ve
interactions with the child and held more tolerant attitudes toward
imagination. These findings were based on only twelve low-income
children and therefore should be regarded as only suggestive. Bishop
and Chase (1971) reported that conceptually abstract mothers,
compared to concrete mothers, provided home environments which
enhanced playfulness and creativity in their children. Baldwin (1949)
found that children raised in democratic homes were rated higher on
active, socially-outgoing types of play. Collectively, these resear:h
findings suggest that various indices of play are closely related to
certain environmental factors.

In previous research of modes of transformation, McLoyd (1978a)
found no age difference but did find prominent sex differences. Girls
made a significantly greater number of tota! transformations, verbally
attributed new identities to existing objects, created more imaginary
vbjects without the use of physical referents, and depicted imaginary
roles significantly more cften than did boys.

4=
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One of the most striking sex differences which emerged in the
study was the type of imaginary roles played by the children. Two
predominant types of roles were depicted by the children: anticipatory
and fantastic roles (Stone, 1962, 1971). Anticipatory roles include
roles that the child might realistically be expected to enact or encounter
in later life, such as parental and occupational roles. In contrast,
fantastic roles include roles that the child can seldom, if ever,
be expected to enact or encounter in later life such as pirates, cowboys
and Indians, and creatures from outer space. On the basis of questionnaire
responses of adults about their childhood play activities, Stone concluded
that fantastic roles are more characteristic of boys' than girls'
play. Data from McLoyd's study support Stone's conclusion. Boys often
enacted fantastic roles and characters from the media such as Batman,
Wolfman, Frankenstein, and Spider Man. In contrast, girls typically
enacted housekeeping, shopping, and excursion episodes, i.e.,
anticipatory roles. In fact, not one instance of fantastic role
enactment was observed among the girls. These and other differences
in children's play are probabiy reitated to identifiable socialization,
cuitural, and income-related factcrs such as parental and teacher
attitudes and practices regarding fantasy play, types of toys available,
availability of adult role models, amount of television viewing,
kinds of activities parents engage in with the child, and availability
and age of playmates. It appears critical that information be gathered
on parental attitudes and practices regarding fantasy play. Possibly,
Black parents may be uneasy or wary about their children engaging in
a rreat deal of fantasy play or at least certain types of fantasy play.
Studies by Baumrind (1972) and Kamii and Radin (1971) suggest that many
of the childrearing goals and practices of Black mothers are dictated
by their perceptions of what skills Black children must acquire to
survive in a hostile environment. Possibly Black parents, especially
low-income, may regard certain types of fantasy play as antithetical
to the development of such skills. Perhaps one of the reasons girls
engage in more anticipatory roles and less fantastic recles is that
they experience greater aad/or earlier demands for maturity and
responsibility than boys. Previous research does not provide answers
to these questions. In addition, previous studies on the relationship
between parental attitudes and practices and children's play have not
included Black subjects, and therefore, whether the reported relation-
ships hold for Black children and their- environments is unknown.
Previous research also has not examined the relationship between specified
modes of transformation, including anticipatory and fantastic roles--
and environmental factors. This study, then, explores not only income-
group and sex differences in modes of transformation, but examines their
relationships with certain environmental factors in an attempt to
identify the mediators of these differences. »

Fantasy play, age, and cognitive development. Piaget (1962)
describes play as ''pure assimilation,' whereby reality is bent to
fit one's existing forms of thought or behavior. For example, upon
seeing an airplane in the sky for the first time, a very young child
acquainted with birds may label the airplane, "bird." Or an infant
may perform an existing motoric behavior on all objects encountered,
regardless of the suitability of the motoric pattern to the object,
e.g., sucking the corner of a blanket. In other words, in assimilation,
the individual bends reality to fit what he or she "knows.'" Play, then,




is characterized by a freedom to explore the possibilities inherent in
things and events (Bruner, Jolly, & Sylva, 1976).

Pure assimilation is in contrast to accommodation whereby one's
existing forms of thought or behavior are bent to fit reality. According
to Piaget, these two aspects of behavior are always fused, but one
may predominace over the other. What, then, determines whether
assimilation, i.e., play, predominates? Why does play predominate in
childhood and then decline? Piaget suggests that play and symbolism
decline during later childhood (i.e., the child responds more easily to
the environment as it is, rather than as he or she has known it)
because the child acquires new and more "intelligent'" modes of dealing
with an unfamiliar environment.

Within this general framework of development, Piaget postulates
a developmental sequence of play. During the first year or so, the |
child engages in primarily practice or repetitive play with the object
environment. From about 1 1/2 to 7 years >f age fantasy play develops.
However, during the first portion of this fantasy period (about 1 1/2 to
3 1/2), play is characterized by a predominance of symbolism and trans-
formations, which also appear sequentially. Initially, children
ascribe their own actions to other objects, e.g., making a doll eat,
cry, or go to sleep, and later ascribe actions imitated frem models of
other objects (animation). Later, the child ascribes functions of
one object to another (substitution) and imitates the actions of
other people (role attribution). Even later, children construct
and depict entire and increasingly differentiated imaginary scenes (situa-
tional attribution).

From ages of about 3 1/2 to 7, fantasy play is characterized by a
decrease in symbolism and an increase in orderliness, exact imitation
of reality, and collective symbolism involving the enactment of differen-
tiated and complementary roles. Between about 7 and 10 years, play
becomes increasingly socialized and games with rules appear.

Despite Piaget's well-develoned, explicit developmental sequence,
no attempts have been made to verify, in a naturalistic setting, the
development of specific transformations identified by Piaget. One
would expect, for example, that 2 1/2 year-olds would show less role
and situational attribution during play than 3 1/2 year-olds. In
addition, on the basis of Piaget's sequence, oné would expect that
2 1/2 and 3 1/2 year-olds would enact more fantastic roles and less
anticipatory roles than 4 1/2 year-olds.

As noted earlier, no age differences in transformations were found
in McLoyd's previous research with 3 1/2 and 5 year-olds. This was
surprising, but perhaps was due to the proximity in age of the groups.
Even more plausible is the possibility that the major developmental
changes in fantasy transformations begin to occur prior to the first
half of the third year, particularly those described by Piaget.
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Thus, in this study, the development of transformations described by
Piaget, as well as ones identified by other researchers will be examined
in 2 1/2, 3 1/2, ¢ 1/2 and 5 1/2 year-olds.

Though not a central purpose of this study, the naturalistic
observatlion of Black children's fantasy play may provide information
about certain cognitive processes, precisely because play is characterized
by the freedom to explore the possibilities inherent in things and
events. For example, in McLoyd's previous research, when children
gave a new identity or function to an object (sub. “itution), e.g.,
pretended that a block was a cigarette or a basketball, their selection
of one object to function as a substitute for another object was far
from random. The children appeared to select substitutes which shared
critical properties of the imagined or signified object while ignoring
dissimilar properties. Concrete dimensions such as shape and form
of objects appeared to be salient determinants of which block was
chosen. For example, children often pretended to smoke cigarettes
and stir imaginary coffee using long, thin blocks as substitutes
for cigarettes and spoons. In contrast, when two boys pretended to
play basketball, they chose one of the largest of the square blocks
as a substitute for the basketball. These observations are consistent
with Griffiths' (1935) and Stern's (1924) conclusion that symbolism--
in this case, substitution--is based on the discovery and recognition
of an analogy between two objects. A reasonable question for further
research is, do children of different ages use different criteria for
the selection of a particular object to substitute for another object?
By-products of the naturalistic study of fantasy play may be information
about the development of certain cognitive competencies and skills, as
displayed in a naturalistic, rather than contrived setting, and the
generation of hypotheses to be tested in more controlled experimental
settings.

In summary, this study is an attempt to replicate, expand, and
provide preliminary answers to questions raised by Mcloyd in previous
research. Specifically, it is an attempt to replicate sex' differences
previously reported and examine differences in fantasy play as a function
of age, income~level, and other environmental factors, including maternal
attitudes and practices regarding fantasy play.

The dyadic free play of 72 2 1/2 to 5 1/2 year-olds, equally
divided by sex and income level, were observed during four 30-minute
sessions-~two sessions using structured playthings and two sessions
using unstructured playthings. Verbatim transcripts of the speech
of dyad partners were prepared and the predominant modes of transformation
identified. A randomly chosen subsample of mothers, equally divided
according to income level and the child's sex and age, were interviewed
about their attitudes and practices regarding fantasy play and the child's
home environment. The study, then, provides information on the overall
frequency and type of transformations made during play by Black children
as a function of age, sex, income-level. In addition, data from the
maternal interviews provide i.formation on the relationship between
socialization and environmental factors and various indices of fantasy play.
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to be developed.
research program.

METHOD

SUBJECTS.

SETTING.

of the centers and/or nursery schools.

with two rooms separated by a one-way mirror.
was covertly observed and videotaped using a Sony 3600 series videotape

The opportunity to observe and videotape covertly in the trailer,

in contrast to observing and videotaping in full view of the child as

done in the Virginia study, is especially fortunate since it may encourage
the display of more natural behaviors, while, at the same time, permitting
The room in the trailer where the
children were brought to play was equipped with several attractive toys
including trucks, cars, dolls, dishes, blocks, puppets, telephones,

etc., or several unstructured materials such as paper, crayons, play-doh, etc.

system,

some degree of laboratory control.

Attempts were made to replicate this setting at Hampton, but the
light ing prohibited the use of a one-way mirror, so the camera person

was in the childrens' view.

PROCEDURE.
a total of two hours.
were available for the children.
playthings were available.

Playthings in the Unstructured Sessions

As noted earlier, a number of studies which examine the fantasy
play of both Black and White children of different income levels in
a variety of settings, e.g., playground, home, school settings, will be
required before a comprehensive picture emerges of fantasy play
development in children from various backgrounds.
perhaps new definitions of fantasy play or imaginativeness will have
This study constitutes a preliminary step in this
It is designed to be publishable in its own right
but also to lay the groundwork for future studies.

The subjects were seventy-two 2 1/2 to 5 1/2 year-old
Black children, equally divided by sex and income level.
were recruited from Ann Arbor and Ypsilanti day care centers and/or
nursery schools and two Hampton nursery schools.

In Michigan, a mobile laboratory owned by the Department
of Psychology, The University of Michigan, was transported to the grounds
This laboratory is a trailer

Each triad was observed for four 30-minute sessions, or
In two of the four sessions, unstructured playthings
In the remaining two sessions, structured

Playthings in Structured Sessions

In addition,

Subjects

Children's free play

1. pipecleaners

2. boxes (3)

3. 1liaes from cans

4. cans

5. paper towel rolls

6. blocks

7. cups

8. sheets of construction paper

9. brown paper bags

0. egg cartons - 1
1. large pieces of cloth 1

b OO OO W

broom

puppets (2)

stool with magnifying glass in center
tea sets

stove and sink

regrigerator

doctor's kit (needle, stethoscope, etc.)
telephone

ironing board

dolls (2)

trucks (3)




Playthings in Structured Sessions (continued)

12, tool kit (screw driver, hammer, etc.)

13. blocks
14, plastic fruit
15. large pieces of cloth, purse

MATERNAL INTERVIEW. At the same time that children were recruited
to participate in the study, a subsample of their mothers, equally
divided by income level and the age and sex of their child, were recruited
to participate in an interview about their attitude and practices
regarding fantasy play and their child's home environment. Some mothers
permitted their children to participate in the study but themselves
refused to participate in the interview because of lack of time.

Five general categories of information were gathered during the
interview including: (1) demographic and physical home environment
information; (2) maternal attitudes about play; (3) maternal practices
regarding play; (4) maternal practices and attitudes regarding toys
and play things; (5) play behavior of the child in the home. (See
Appendix A.)

PUPIL BEHAVIOR INVENTORY. The Pupil Behavior Inventory contains
items on which teachers and teacher aides judged the chiddren's
classroom conduct, academic motivation’, socio-emotional state, dependency,
personal (see Appendix B), and fantasy play. Data were obtained for
most of the observed children and for a sample of other children in
the classroom (control group). These data will be used in several
ways. Comparisons will be made between the experimental and control
groups to determine if the experimental group is typical. Relationsh.lps
will be expiored between observed play, mothers' interviews and teachers'’
judgments.

DATA REDUCTION AND ANALYSES OF OBSERVED PLAY. Data reduction and
analyses are now being performed. Verbatim transcripts of the speech
are being prepared by research assistants. The research assistants
were given the following instructions:

GENERAL INSTRUCTIONS. Each person will develop his or her own
style to transcribe a tape. Therefore, it is expected that there will
be a good deal of variability in terms of the actual procedure used.
However, there are some guidelines which everyone should follow.

1. Review the session at least once, if not twice, before you attempt any
transcription. This will give you a good overall sense of what
transpires during the session,

2. You are to write out verbatim what a child says, putting the verbalizations

i the column designated for that child. Though many of the children
use contracted words (e.g., nutcin', spose, I'gone) or sounds in

a word which have come to be known as Black English Vernacular (dat,
dis, Souf, baf) do not make any special effort to write the tramscript
to capture the BEV sounds. Rather, write out what the child says
using Standard English SPELLING (e.g., rothing, suppese, I'm going to,




that, this, South, bath). However, you are NOT to change the
words spoken by the child. So that, if a child says, "He ain't
got nothing to eat," you should write it as such. You would NOT
transpose it to the Standard English form of "He doesn't have any-
thing to eat." Grunts, moans, and other nonlexical items should
be spelled out as best you can, particularly when they are related
to the ongoing action (e.g., crying, pretending to talk like a

a baby) or are meant to represent a sound property of an object
(sss--1iquid pouring sound, choo-choo--train, gulping sound when
pretending to drink, br-broomm--car sound, etc.).

3. You are also to put in parentheses, next to the respective words,
the actions a child engages in, including the playthings he or she
has possession of or makes refereace to. For example, if a child
says ''Give me that," and you do not specify to what object the
child refers, interpretation becomes problematic. Remember, the
goal is to prepare a transcript which is sufficiently complete that
a naive person naving never seen the tape can follow the actions
of the session. The usefulness of the transcriptions is decreased
substantially when continued reference to the actual videotape is
necessary for adequate or accurate interpretation of the prepared
trancsript.

4. If what a child says in unintelligible, draw a line and put a question
mark above it to indicate that you were unable to decipher the
speech. Try to transcribe as many of the words as possible, but if
you cannot understand what a child says after about 10-15 tries, go
on to the next segment of the tape. A latter segment of the tape may
help to clarify the previous unintelligible segment. Repeated
attempts to decipher to words might include varying the sound level,
listening to the tape without actually watching the video, etc.
You may find strategies of your own which are helpful.

5. If you can understand what a child says, but you cannot determine who
said it, make your best guess, put the verbalization in the column
designated for that child, and precede that verbalization with a
question mark.

6. Print your transcripts in pencil, leaving quite a bit of space
between each line so that additions and deletions, or changes in
general, can be made easily.

7. Number each child's turn (everything one child says before the
next child speaks) so that the sequence of speakers in the conversa-
tion is clear. The turns are to be numbered consecutively.

8. Previous experience indicates that most 30-minute sessions require
about 8 to 10 hours of work. You should try to work for 2, or even
better 3 hours at a time. ,LPrevious experience indicates that working
on anything for less than 2 hours at 2 time is not very productive
or efficient. Being OPTIMISTIC, if a 30-minute session required
8 hours of work, you would spend roughly 16 minutes on each l-minute
of tape, 160 minutes (2 hours, 40 minutes) for each 10 mintues of
tape. Initially, it will probably take you quite a bit longer than
this, but you will gain speed the more experience you have.

-10-
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The transcripts completed by one research assistant will be checked
by another research assistant and any resulting discrepancies resolved.
The transcripts will then be typed and coded into two preliminary
quantitative categories: 1) number of utt :rances, 2) number of turns.

Utterance will be defined as any word or string or words communicating
one thought or idea. Nonlexical items (e.g., ah, wo, ooo, etc.,) and
sing-song or word play (e.g., do-de-do, etc.,) will be deleted. Only
nonlexical items directly associated with a sound property of some
real or imaginary object, e.g., sh (liquid pouring sound), eech or
vroom (locomotive sound) or choo (train whistle) will be retained in
the transcript.

Turn will be defined as all of one partner's utterances until
the other partner speaks. 1In the typed manuscripts, each child's
turn will be numbered consecutively. Each child's turn will then
be divided into utterances and the utterances within each turn
numbered consecutively. This procedure facilitates the computation of
interrater reliabilities.

A. IDENTIFICATION AND CLASSFICATION OF TRANSFORMATIONS.
Utterances which denote a condition of nonliteraliness--i.e.,

attribution to an object, person, material, or situation properties
other than those actually possessed--will be identified. A classifi-
cation scheme which includes transformation identified previously by
Fein (1975), Piaget (1962), Matthews (1977), and McLoyd (1978a),
will be used to categorize children's transformation; however, the
identification of transformations will not be limited to these transfor-
mations previously identified. A description of each transformation in
the classification scheme is presented below, along with possible ways
in which the definition of each transformation may be altered or
expanded. Of course, the final classification scheme devised will
depend, to some degree, on the prospective subjects' behavior.

The classification scheme includes two basic categories of transfor-
mation: object and ideational (Matthews, 1977).

1. Object modes of transformation. The common element of the
object modes of transformation is the child's verbal attribution of a
property to a particular referent which the referent does not actually
possess. Typically, the child's verbal attribution is also accompanied
by physical manipulation of the referent. The object modes of transfor-
mation include the following:

a) Animation. (Fein, 1975; Matthews, 1977; Piaget, 1962, Type I,
A and B). Attribution of human or living characteristics to an inanimate
object.

Example: While holding a doll, a 5 year-old says to her partner,
"My baby is crying 'cause she don't want to take a nap." A5
year-old boy, striking two blocks together repeatedly, says,

"Tt 3irl is slapping the boy in the face 'cause she is mad at him."

The qualitie ~eing ascribed to the doll and the block are the ability to
feel and express displeasure in situations created by the children. An attempt
will be made to further differentiate this category into two Subcategories:

ERIC "1
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attribution of human or living actions (e.g., crying, singing), and attribu-
tion of human or living states (e.g., hungry, angry, tired). It is likely

that because of their greater experience in the social world, older children
will probably attribute more human or living states than will younger children.

b) Reification. (McLoyd, 1978a) Attribution of the existence
of an object of material which does not actually exist in the play room.
Impetus for the credtion of the imaginary object or material appears to
be the presence and manipulation of a functionally related object in the
play room. This existing object does not symbolize the ascribed object
but appears to instigate its imaginary creation. Thus, this transformation
appears to involve reactive, rather than active imagination.

Example. A 3 1/2 year-old pretends to pour coffee from a coffee
pot into a cup and holds the cup to his partner, saying, '"Here's some

coffee I fixed for yecu." While carefully positioning plates, cups,
and saucers on the floor, a 5 year-old says, "I'm fixing us up
some food."

The impetus for the imaginary creation of coffee and food appears to be
the actual presence of specific functionally related objects (i.e., dishes)
in the play area.

c) Attribution of Object Property. (Matthews, 1977; Werner and
Kaplan, 1963). Attribution of a function, property, or characteristic to
an existing object or a nonexistent object or material, the creation of
which appears closely tied to the presence and manipulation of objects or
materials in the play room.

Example. Five-year-old boys make high-pitched siren noises

and "screech" and "vroom" sounds while pushing firetrucks and
cars around the room. A 3 1/2 year-old pretends to taste food
from a plate, then pushes the plate away, saying, '"This food is
too hot to eat."

Nonexistent materials which appear to be created because of the presence
and manipulation of functionally related objects or materials (i.e.,
dishes) and objects actually present in the play room (i.e., firetruck.
car) are ascribed functions, properties, or characteristics which they do
not actually possess.

d) Substitution. (Matthews, 1977; Piaget, 1962, Type IIA).
Attribution of a new identity to an existing object.

Example. A 5 year-old boy rolls a large block in a straight
path toward a pile of toys on the floor, saying, "I'm gonna
knock all these things over with my bowling ball." A 5 year-
old picks up a long, thin puzzle and piece and puts it in his
mouth, s.ying, "This is mv cigarette.”

Existing objects or materials are ascribed to be something (i.e., bowling
ball, cigarette) other than what they actually are.

-12-




2. Ideational modes of tranformations. In contrast to the object
modes of transformations, an ideational mode involves an abstraction,
idea or theme which is relatively independent of any particular concrete
object or material. Though objects were often used to support the
ideational modes (e.g., plates used as steering wheels), the referents
are abstractions, ideas, themes, or otherwise ''mental images not present
to the senses'" (e.g., going to the store to buy toys) (Matthews, 1977).
The ideat ional modes included the following:

a) Object Realism. (Matthews, 1977). Attribution of the existence
of materials or objects which do not actually exist in the room. Unlike
the reactive imagination characterizing reification, object realism
involves the active creation of an imaginary object or material.
Specifically, the imaginary object appears independent or at least only
tangentially related to the existence of any functionally related
object in the play room. Research prior to McLoyd (1978a) has not
distinguished between these two types of transformations (reification
and object realism).

Example: Holding a cup in her hand, a 5 year-old walks to
an empty corner of the room and says, "I'll put this soda in
the refrigerator." A 3 1/2 year-old holds up the front end
of a truck and pretends to fix a tire, saying, "This is

my flashlight to fix the tire."

There is no concrete object representing or serving as a substitute

for a refrigerator or flashlight, and the relationships between the
imaginary refrigerator and flashlight and existing objects in the
room(i.e., cup and car) are only tangential. Thus, the imaginary
creation of the refrigerator and flashlight is dependent primarily on
the child's active, rather than reactive imagination. This transforma-
tion was often combined with "empty gestures" or gestures performed

in empty space, without the use or support of concrete objects, to
represent imaginary objects and actions (e.g., pretending to drink

" from a non-existenc glass) (Markey, 1935; Werner and Kaplan, 1963).

b) Attribution of Nonexistent Object Property. (McLoyd, 1978a).
Attribution of a function, property, or characteristic to a nonexistent
or substituted object. Research prior to McLoyd's has not distin-
guished between the attribution of characteristics to existing objects
and to nonexistent or substituted objects.

Example: A 5 year-old moves her hand back and forth
across the aoll's dress, pretending to iron the dress.
She says, looking at the doll, "Don't touch that iron
'cause it's hot." After connecting two bristle blocks,
a large square one and a long thin one, creating a
shape similar to a lollipop, a 3 1/2 year-old puts the
blocks to her mouth and pretends to lick them, saying,
"This lollipop taste sour."
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Aruitoxt provided by Eic:

A nonexistent object for which there is no concrete referent (i.e.,
iron) or substituted object (i.e., lollipop) is attributed a property.
function, or characteristic (i.e., hot, sour) which it does not
actually possess.

c) Situational Attribution. (Matthews, 1977; Piaget, 1962,
Stage 2). Verbal reference to or negotiation of situations as
though they existed in the room, but which in actuality do not.

Example: A 3 1/2 and a 5 year-old sit on a table, holding
and turning plates as though they are steering wheels

and pretend to drive to the store. After about a

minute, both girls put their plates aside and jump off

the table. The 3 1/2 year-old confirms, '"We're at

the store now." Two 5 year-oid boys roll firetrucks
around the room. making siren noises. One of them

says, ''We going to put the fire out."

The children create and depict imaginary situations. This category will
be further differentfated into two sub-categories: attribution of
fantastic situations (situations the child will seldom, if ever,
encounter, e.g., beinx eaten by a monster) and anticipatory situations
(situations the child :an realistically expect to encounter, e.g.,

going to the grocery stnore). Boys, in contrast to girls, are expected
to create more fantastic than anticipatory situations. In addition,
based on Piaget's (1962) developmental sequence, younger children
comparec with older children are expected to crecate more fantastic

than anticipatory situations.

d) Role Attribution. (Matthews, 1977; Piaget, 1962, Stage 2)
Verbal reference to. negotiation, or depiction of characters or roles
other than those characterizing the child.

Example: A 5 year-old clarifies respective roles
when she and a 3 1/2 year-old initiates a housekeeping
episode, saying, "I'm the Mommy, ok Daughter?"

Two 5 year-olds throw large square blocks against the wall,

pretending to play basketball. One of them say,

while running toward the wall, "Look, look, I'm Doctor

J jamming."

This category (role attribution) will be further differentiated
into two subcategories: attribution of fantastic roles and attribution
of anticipatory roles. Predictions regarding age and sex dif.erences
in these transformations parallel those regarding fantastic and
anticipatory situational attribution.

These eight modes of transformation will be ranked, apriori,
in ascending order (as listed above) according to the relative
amount of mental abstraction the transformation appears to tequire.
It is assumed for example, that pretending that coffee is present in
an existent cup (reification) involves less abstraction and less ability
to traverse from reality to fantasy than using a block as a substitute
for a spoon (substitution). In the case of animation, attribution
of states will be ranked above attribution of behavior. 1In role
and situational attribution, fantastic will be ranked above anticipatory.

14~
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Aruitoxt provided by Eic:

Categories will be mutually exclusive so, in those instances
where an utterance represents more than one transformation mode,
the utterance will be assigned to the highest category. For example,
a child may hold a cup in one hand, pick up a long, thin block in
another, and pretend t, use the block as a spoon to stir imaginary
cof fee, and say, "Thys is the spoon for my coffee." This utterance
involves both substitution (biock as spoon) and reification (nonexistent
coffee in ex.stent cup) but will be assigned to the substitution
category, since substitution is'of a higher rank than reitication.

About one-third of the transcripts will be randomly chosen
to establish reliability. Reliability will be expressed as percentage
agreement between coders and will be calculated as the number of
utterances segmented or coded the same by both coders divided by the
total number of utterances segmented or coded by either of the coders.

The behavioral play measures for the three children in each
triad for each transformation category will be summed and the triad
treated as a unit. 2 (sex) x 2 (income) > 3 (age) analyses of variance
will be performed to examine the main and interaction effects of sex,
income and age.

The relationship between frequency and types of transformations
and maternal attitudes and practice and other environmental factors

will be assessed by correlational and multiple regression analyses.
In these analyses, individual, rather than dyad scores, will be used.
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INTRODUCTION

In this study we are interested in learning about how children
play. I am interested in knowing about
and how she/he plays. (INSERT CHILD'S NAME)

Of course, this interview is completely voluntary. If I should
ask a question you do not want to answer, just let me know and
we'll skip over it.
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SECTION A: ATTITUDE

First, some questions about how you teel about ditterent ways your
child plays.

EXACT TIME NOW:

Sometimes children play games with rules, like Hide and Seek, 01d
Maid, Baseball and Hopscotch; at other times they play make-believe
or pretend, like playing house, doctor, teacher, or Batman.

Al. How important is it to you that your child play games with rules:
extremely important, very important, important, somewhat important
or not at all important?

5. EXTREMELY 4. VERY 3. IMPORTANT 2. SOAEWHAT 1. NOT AT ALL
IMPORTANT IMPORTANT IMPORTANT IMPORTANT

Ala. What are some of the reasons you think games with rules are

(REPEAT R's RESPONSE)

A2, How important is it to you that your child play make-believe or
pretend: extremely important, very important, important, some-
what important or not at all important?

!5. EXTREMELY | |4. VERY 3. IMPORTANT | | 2. SOMEWHAT| | 1. NOT AT ALL
I IMPORTANT | | IMPORTANT IMPORTANT IMPORTANT

i

A2a. What are some of the reasons you think make-believe play is

(INSERT R's RESPONSE)
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(BE SURE TO SHUFFLE CARDS BEFORE GIVING TO R)

A3. (HAND R CARDS) Here are 12 cards. On each card are things that playing
games with rules may help children '‘develop or learn. Games with rules may
be very helpful in developing or learning some of these things but may
not be very helpful in learning or developing other things. What I would
like for you to do is sort these cards into 3 piles in terms of which
things you think games with rules are very helpful, somewhat helpful, or
least helpful in developing or learning. The first pile is for those
4 things you think games with rules are very helpful in developing.

The second pile is for those 4 things you think games with rules are
somewhat helpful in developing or learning, and the third pile is for
those things you'think games with rules are least helpful in developing
or learning. ‘

Now we have 3 piles with 4 factors in each pile. Within each pile,
please rank order the cards going from those things you think games
with rules are very helpful in developing to those things you think
games with rules are least helpful in developing.

‘HAND R CARDS) Now, I would like for you to do the same thing for make-believe play.
Sort these cards into 3 piles in terms of which things you think make-
believe play is very helpful, somewhat helpful, or lecast helpful in
developing or learning.

Now, within each pile, please rank order the cards going from those things
you think make-believe play is very helpful in developing to those things
you think make-~-believe play is least helpful in developing.

RANK

KEEP CARDS FOR EACH QUESTION IN ORDER & RECORD R'S RESPONSES AFTER INTERVIEW
Games W/ Rules Make-Believe

a. developing imagination

. b. developing physical skills like skipping, running

c. learning to get along with others

d. helping my child to grow upQ—learning ways of
behaving that prepare you for adult life

e. learning to verbally express themselves to others

f. learning to understand how others feel

g. helping them to feel good about themselves

h. helping them learn how to handle their feelings
like anger or jealousy

i. learning to be responsible and self-reliant

j. having fun

k. learning to compete with others

1. learning to resolve conflict with others

12y




-

AS. Some people think that certain kinds of make-believe play are
bad for children. ™Mo you agree with them?
1. Yes 2. No

ASa. What kinds of make- ASc. Why do you feel they

believe play?

AS5b.

Why do you feel they/

it is bad?

are not bad?

Ab. Do you think that girls are ever too old to play make-believe
with other chiidren?
1. Yes 2. No

Aba. At what age are girls Abc. Why is that?

too old?

A6b. Why is that? .

A7. Do you. think that boys are ever too old to plaj make-believe
with other children?
1. Yes 2. No

Ala. At what age are boys Alc. Why is that? ___

too old?

A7L. Why is that?

149




A8. Do you think that there are certain characters boys should not be allowed
to act out in their make-believe play with other children?
1. Yes ' 2. No l
| ]
\ l
‘ A8a. What characters? A8c. Why?
1
A8b. Why?
A9. Do you think that there are certain characteriscics girls should not be
allowed to act out in their make-believe play with other children?
1. Yes 2. No
L !
H
t/
A9a. What characters? A9c. Why?
— |
i -
A%b. Why?
(IF CHILD IS BOY — ASK AlQ; 1F CHILD IS GIRL —— TURN TO PAGE 6, ASK A 11.)
AlO.

Would you be extremely upset, very upset, upset, somewhat upset, or not upset

at all if your child was playing with a group of boys and girls and he chose

—

to play the mother in a make-believe housekeeping scene?

5. Extremely Upset

4. Very Upset 3. Upset;
3

2. Somewhat |
Upset

1. Not Upset? N
At All ¢

AlO0a. Why would you be ?

(REPEAT R's ANSWER)

btk
Ny

leca
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All, Would you be extremely upset, very upset, upset, somewhat upset
or not_upset at all if your child was playing with a group of
boys and girls and she chose to play the father in a make-believe
housekeeping scene?

;
5. EXTREMELY 4. VERY 3. UPSET 2. SOMEWHAT 1. NOT UPSET
UPSET UPSET UPSET AT ALL
Alla. Why would you be ?

(REPEAT R's ANSWER)

Al2, Some people believe that children need to be taught how to en-

gage in make-believe play with other children? Do you think
children need to be taught this?

1. Yes : 2. No

J I

Al2a. How would you teach Al2c. Uhy?

them? ‘

Al3. Do you think a child can ever spend too much time in make-believe
play?

1. Yes 2. No ’-—4§>G0 TO Al4

\

Al3a. What would you say was
too much time?




Al4.

Would you be upset if your child had an imaginary friend ?

5.
4,
3.
2

Extremely Upset
Very Upset
Upset

Somewhat
Upset

Al4a. Why would you be

upset?

1.

Not Upset At All

(TURN TO PAGE 8, B)
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SECTION B: MATERNAL PRACTICES

Now I'd like to ask you some questions about things you do with and

about your child's play.

Bl. Think of all the rooms you have in your house, will you name them
for me (CHECK BOX ON LEFT, FOR EVERY ROOM, ASK B2; FOR EVERY "NO"

TO B2, ASK B3)

[CHECK IF ROOM IS IN B2. Is your child  B3. Why?
R'S HOUSE] allowed to play in
this room?
1. Yes 2. No |
a. {_] 1iving room J 1
b. [:] dining room [::3 [_,]\
c. [:] childs own bedroom [::] C::1+ .
d. D parents bedroom E] C_j_)
e. D bathroom D D_)
£. ) Kitchen ] L1, ..
g. [:J brothers room [::] [7—1
h. [:] sisters room [::] L__J—j
other:
1. [ [ l:l.d-f e
. U ] s
«. O [

s —— -

B4, Is there some place in the house that is designated as your child's

play area?

1. Yes

\

B4a. Where is that?

B4c. Why?

oy 1 ey




BS.

Do you ever read or tell stories to your child?

1. Yes

N

2.

No

BSa.

B5b.

BSc.

About how many?

TMAKE SURE THEY GIVE AN EAMPLE; FOR
EXAMPLE, 6 PER WEEK)

How- important is it that at least some of the characters are Black;
extremely important, very important, important, somewhat important,

not important at all?

5. EXTREMELY
IMPORTANT

4. VERY
IMPORTANT

3. IMPORTANT

2. SOMEWHAT
IMPORTANT

Why is it

(REPEAT R's RESPONSE)

1. NOT AT ALL
IMPORTANT
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Bb. Do you ever play make~believe with your child?

1. Yes 2. No ___1;>TURN TO p. 11, C

v

B6a. About how long does the make-believe play last?

B6b. Who usually starts the play, you or your child?

1. Mother 2. Child

B6c. Whe usually ends the play?

1
1. Mother l 2. Child

Béd. Does this play .nvolve imitating veosle such as doctor, nurse, |
mother, fatner? :

B ——— S SR
.

' 1. Yes l ] 2. No ’-—) TURN TO PAGE 11, C

v .
Always

5.

4. Usually
3. Sometimes
2.

Rarely

Bée. Who usually decides who nlays which person, you or your child?

L. Mothe;441 2. Child
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SECTION C: CHILD'S BEHAVIOR

Here are some questions about your child's play. Before, we asked
about your child's play with you. Now, we would like to ask about your
child's play in general.

Cl. What are your child's three most favorite play actiQities?

Cla.

Clb.

Clc.

C2. What are your child's three most favorite play things?

C2a.

C2b.

C2c.

C3. Some children prefer to play with store-bought toys, while other
children like to play with toys made from things one finds around
the house; like pots and pans, boxes, or string; does your child
seem to spend more time playing with store-bought toys or toys made
from household objects?

1. Store-bought toys 2. Household objects

C4. Lets think again about playing make-believe characters. Sometimes
a child pretends to be a real 1life person like a doctor, nurse,
mother or father, and other times they pretend that they are unreal
people like a monster from outer space, supermen or bionic woman.

C4a. Does your child always, usuallyv. sometimes, rarely, or never
play someone from real life?

5. ALWAYS 4, USUALLY 3. SOMETIMES 2. RARELY 1. NEVER

4

C+b. Does your child always, usually, sometimes, rarely, or never
pretend to be someone unreal?

5. ALWAYS 4, USUALLY 3. SOMETIMES 2. RARELY 1. NEVER I

L aat
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C5. Is your child more likely to play make-believe when with other
children, with adults, or when alone?

1.

Children

T -

r

2. Adults

v

l
[3. Alone D G0 TO C6

e a4 e

- ——

C5a. Are the other children
usually making believe too?

1. Yes

PN —

2. No

C5b. Are the other adults
usually making believe too?

ll, Yes,

 -——

2. No

Cé. Where around the house (apartment) is your child most likely to
engage in make-believe play?

c7. In general, who does your child play make-believe with? Any one else?
(CHECK BELOW THOSE MENTIONED BY R)

older brothers

older sisters

yoﬁnger brothers
younger sisters
younger male friends
younger female friends
same age male friends
same age female friends
older male friends
older female friends
male adults

female adults

father

mgther
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Many children pretend they have make-believe, imaginary, or in-
visible friends.

C8. Does your child have any make-believe friends or playmates?

1. Yes 2. No —>TURN TO p. 14, D

\’

C8a. Why do you think your child has a make-believe friend?

C8b. Do you pretend along with your child that the make—believe friend
is real?

1. Yes 2. No

C8c. Why?

C8d. Is-this make-believe friend a person or an animal?

1. Person 2. Animal|{ —> TURN TO p. 14, D

C8e. Is it a girl or a boy?

1. Girl 2. Boy
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D1.

(IF

D2.

D3.
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SECTION D: MATERNAL PRACTICES REGARDING TOYS AND PLAYTHINGS

Now I'm gaing to ask you some questions about your child's toys and
playthings.

Suppose had absolutely no toys and you were about
(CHILD's NAME)

to buy toys for your child for the very first time. I'm going to

read a list of 12 toys and I want you to tell me what &4 toys of

these 12 toys you would buy for your child. (HAND R CARD )

Remember your child has no toys and this is the first time you are
buying toys.

a. Doll [:::J g. Magnifying Glass [:::]

b. Tool Chest [:::J h. Nurse's Kit
c. Magnet E:::] i. Train
d. Doctor's Kit [ j. Toy Stove

e. Telephone k. Soldiers-

I
f. Tea Set [:::] 1. Puzzle

Lo

CHILD IS A BOY — GO TO D2, IF CHILD IS A GIRL—> GO TO D3)

Now suppose you were buving toys for a girl who was the same age

as .
(CHILD's NAME)

I'1l read the list again and you tell me which toys you would pick.

a. Doll [:::j g. Magnifying Glass [:::j
b. Tocl Chest — h, Nurse's Kit

c. Magnet ) E:::] i. Train

d. Doctor's Kit 7 j. Toy Stove

e. Telephone k. Soldiers

1
f. Tea Set I i 1. Puzzle

R

Now suppose you were buying toys for a boy who was the same age as

(CHILD's NAME)

I'11 read the list again and-you tell me which toys you would pick.

1514
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a. Doll [:::1 g. Magnifying Glass [:::]
b. Tool Chest E:::] h. Nurse's Kit [:::]
c. Magnet [:::] i. Train [:::]
d. Doctor's Kit E:::] j. Toy Stove [:::]
e. Telephone E:::] k. Soldiers [:::}
f. Tea Set .[:::] 1. Puzzle [:::] .

D4. (HAND R CARDS. BE SURE YOU HAVE SHUFFLED THEM!)

Here are 12 cards. On each card is one consideration you might take
into account when selecting a toy for your child. Would you sort
these cards into 3 piles in terms of their importance. The first
pile is for the 4 considerations you regard as most important. The
second pile is for the 4 considerations you regard as somewhat im-
portant, and the third pile is for the 4 considerations you regard
as least important.

Now we have 3 piles with 4 considerations in each pile. Wichin
each pile, please rank order the cards in terms of their importance
——going from most to least important.

(KEEP CARDS IN ORDER AND RECORD R's RESPONSES BELOW AFTER I! TERVIEW)

a. the price
b. how long it will last
c. how safe it is

d. whether it's a toy for a girl or boy

e. whether it helps them learn things like numbers, A B C's,
or colors .

f. how much fun it is

DO 0000E

g. whether it increases or develops the child's imagination

h. whether it helps develop physical skills like running,
jumping and catching

i. it was recommended by child care experts other than the
teacher like a psychologist, parent—-guide magazine, or
other educator

3. it was recommended by my child's teacher

k. it was recommended by an ad or T.V. commercial

LI

1. my child asked for it

D4m. Are there any other reasons that we have not given?
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D5. Would you say that your child is always, usually, sometimes, rarely

or never with you when you buy toys for your child?
“>

{
5. ALWAYS 4. USUALLY |’} 3. SOMETIMES 2. RARELY .}1. NEVER

' D6. In the last year have you bought or made costumes for your child
to use in make-beliave play?

1. Yes 2. No
-D6a. What kind of costumes? D6c. What about for Halloween or

school activities?

D6b. Who chooses them? 1. Yes l 2. No [ GO TO D7

D6d. What kind of costumes?

D6e. Who chooses them?

D7. Do you allow your child to use your clothing like dresses, shoes,
or beads in make-believe play?

1. Yes 2. No
D7a. What types of clothing? D7c. Why?
D7b. Why?
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Do you allow your child to use clothing of other household members
in make-believe play?

1. Yec 2. No
D8a, Whose clothing? D8d. Why?

D8b. What types of clothing?

D8c. Why?

D9a.

Y

Sometimes children play with store-bought toys, while other times
they play with things found around the house.

Would you say that your child always, usually, sometimes, rarely,
or never plays with store-bought. toys?

5. ALWAYS

4. USUALLY

3. SOMETIMES }

2. RARELY

1. NEVER

D9b.

How about hodsehold things, would you say that your child always,
usually, sometimes, rarely or nevev plays with household things?

T

5. ALWAYS

4. USUALLY

D9c. Which do you prefer that your child play with?

—

3. SOMETIMES

2. RARELY

Ll.- NEVER

1. Store-bought

D9d. Why?

2. Household




~18-

~

SECTION E: DEMOGRAPHIC & PHYSICAL HOME ENVIRONMENT INFORMATION

Mother's Occupation:

Father's Occupation:

Number of People Residing in Dwelling ( )

. "BLOOD"
SEX RELATION TO CHILD AGE RELATIVE

*If brother or sister of target child, indicate age.

El. How many grades of school did you finish?

GRADES OF SCHOOL “j COLLEGE
13! 24| fusl
l [ Ll

| i

—
1

{
T Fov "55][os] 071 o8] os 0] 2] 2]
00101}02 |03 |04 }055 06 | 071308!!09|110 tEflﬂfii

2]
-

{




alency test?

1. Yes \
|

Did you get a high school graduation
diploma or pass a high school equiv-

2. No l

Elb.

Elc.

Eld.

What college did you‘
attend?

Do you have a college

degrez?
! ]
1. Ves J 2. No
L
GO TO Ele.

What degree is that?

IEle Have you had any other schooling?
F—] r_
1. Yes ! . 2. No . ——> TURN TO PAGE 48, E4.
'
L -
L
Elf., What kind?

'h_lA

—

LR

TE
—
L G

——

i ’Bo
[Je.
0.
. $3,000-3,999

_JF.
. $5,000-5,999

1
H.

1.

. $000

$001-999
$1,000-1,999
$2,000-2,999

$4,000-4,999

$6,000-6,999

$7,000-7,999

EXACT TIME NOW

E4. 1In what range was your family income in 19787

. $8,000-8,999

. $9,000-9,999

. $10,000-11,999
. $12,000-14,999
. $15,000-19,999
. $20,000-24,999
. $25,000-29,999
. $30,000 or more




SECTION X: INTERVIEWER OBSERVATIONS

COMPLETE THE FOLLOWING QUESTIONé BY OBSERVATION

.
.

Xl. SEX OF R: 1. Male

|
2. Female ,

X2. RACIAL OR ETHNIC GROUP:

P —

f

2. BLACK EXCEPT I 3. HISPANIC . 4. AMERICAN INDIAN
HISPANIC ! OR ALASKAN NATIVE

5. ALASKAN OR l, C

LANDER

AUCASIAN EXCEPT

PACIFIC IS—J HISPANIC

X3. R'S UNDERSTANDING GF THE QUESTION WAS . .

' ]
;l. Excellent f + 2. Good

|
L

'! 3. Fair

! l 4. Poor

X4. TYPE OF STRUCTURE IN WHICH FAMILY LIVES:

0l. TRAILER ' 07.
s ]

APARTMENT HOUSE (5 OR MORE UNITS,

3 STORIES OR LESS)

J

N l
; 02. DETACHED SINGLE FAMILY HOUSE

APARTMENT HOUSE (5 OR MORE UN
4 STORIES OR MORE)

ITS,

2-FAMILY HOUSE, 2 UNITS SIDE

BY SIDE

2-FAMILY HOUSE, 2 UNITS ONE
ABOVE THE OTHER

OTHER (SPECIFY):

DETACHED 3-4 FAMILY HOUSE

ROW HOUSE (3 OR MORE UNITS IN
AN ATTACHED ROW)




~21-

X5. PLEASE DESCRIBE THE RESPONDENT'S ABILITY TO EXPRESS (HIMSELF/HERSLLF)
USING THE SCALE BELOW

L

VERY ARTICULATE EXPRESSES SELF WITH
EXCELLENT GREAT DIFFICULTY

X6. WAS R SUSPICIOUS ABOUT THE STUDY BEFORE THE INTERVIEW?

Y

{
1. NO, NOT AT [ 2. YES, SOMEUHAT y 3. YES, VERY
ALL SUSPICIOUS . SUSPICIOUS 1 SUSPICIOUS

-

X6a. WAS R SUSPICIOUS ABOUT THE STUDY AFTER THE INTERVIEW?

1. NO, NOT AT B 2. YES, SOMEWEAT 3. YES, VERY |

ALL SUSPICIOUS SUSPICIOUS SUSPICIOUS
]

N

X7. OVERALL, HOW GREAT WAS R's INTEREST IN THE INTERVIEW?

4, BELOW | | 5. VERY LOW
AVERAGE | |

1 ]
| :

[ ‘ )
1. Very ngh,! 2. ABOVE { 3. AVERAGE

{ | AVERAGE |
} ! 1

|
!
I

L

|

i

X8. DID R EVER SEEM TO RUSH (HIS/HER ANSWERS, HURRYING TO GET THE
INTERVIEW OVER?

[}. YES | fﬁ. NO

a
Iy

X10. OTHER PERSONS PRESENT AT INTERVIEW: (CHECK MORE THAN ONE BOX IF
APPROPRIATE)

i 1 !
| 1. None ! 2. CHILDREN | 3. OLDER ’ 4, SPOUSE
i UNDER 6 ° CHILDREN

i

j
5. OTHER RE- | 6. OTHER
LATIVES i ADULTS |

X11l. Please include people who were in the same room as you and the respond-
ent for any length of time. However, do not include those who may have
only passed through the room.

L B2

S 4
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The Effectiveness of a Combination Treatment Approach on
Moderately Anxious Students at .a Predominantly Black College

Researcnh Team: Roberta Morse, Patricia Gurin, James Papsdorf
A

The present study was designed to examine the effectiveness of
a combination of progressive relaxation and rational emotive therapy
techniques on moderately anxious students at a predominantly Black
College in the southeast. The paenomenon of anxiety was chosen as
the toplc of investigation because of its salience to changing
times in American soclety today as well as its relevance to the
"Black Experience." This concept is presently widely being inves-
tigated, and all such efforts are deemed essential in order t. amel-
iorate the current "tranquilizer mentality" of numerous Americans
as well as to minimize the strains of being a Black American. The
college campus has not escaped this usage of tranquilizers as a’
crutch, nor the wave of stress and anxiety which is sweeping our
nation.

As 1s evident from the pace of life in our socilety, numerous
tresses exist on and off campus. Specifically scme of these stresses
re: interpersonal relationships, employment, family life, academics,
1atural disaster, plane crashes, auto accidents, finances, unemploy-
ent and goverty, and losses (due to death, loss of possessions as

result of fire, theft or by natural disaster). The Black college
tudent is plagued by these forces which also interact with the
cressures of racial discrimination. A consequence of these stresses
5 >ften anxiety. One might then ask, what is meant by anxiety?

o

H

i

[ O TN I V)

According to Modell etda. (1977, p. 20), "Stress, anxiety or
ersion can be defined @ exhibited as a Leejlng of uneasiness, ap-
renensicn, f.ar, ranicxy sensations througncut the body, muscle
V-Fﬂuness cr tremer, etc. Basically, tnis anxiety state is com-
rozed of the physical (bedy only), psyvchological (mind or emotions
only), or psychosomatic (mind and body) symptoms we all experience
at some time during our lives.”

Anxiety does not occur in a vacuum. As maintained by Welssberg
97ﬁ) anxiety may be accompanied by one or more bodily sencations.
se symptoms include restlsssness, fidgeting, rapid walking, talk-
or eating, tics, poor concentration, headaches, backaches,
ation, fatigue, shortness of breath, butterflies, constric-
chest, diazrriea, gounding heart, insomnia, and muscular

He further states that anxiety may be "“ree ‘floating
1 feelings of tension and nervousness, inability to identify
cr conditicons affecting it) cr specific (a photia - fear
nced in specific situations) (1976, p. 2)." He also main-
nat anxiety may oe viewed as & learnsd response which is
¢zined througn condi<ioninc. Avoidance is often

s a means of reducing anxiety
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slumerous attempts nave Leen made u°1nv various forms of psycho-
therapy to ameliorate the "anxious state. Much research has been
conducted on this interesting ard intriguing topic. Most of the
reésearch involving an attempt to decrease subjects' levels of anxi-
ety has concentrated on either the employment of relaxation training,
sycstematic desensitization, cognitive restructuring, or some other
rational emotive therapy technioue The two subtynes of anxiety
wnich appear to have been most freguently studied have been state
ana trait anxiety.

e

State anxiety (A-State) is defined by Spielberger (1966,1972)
as an epnrtional reaction that is characterized by subjective feel-
ings cf tension, apprehension, nervousness, and worry, and heightened
activity of the autonomic nervous:system. A-States, may vary in
intensity and duration, and fluctuate over time as a function of:

) =ne amount of stress that impinges upon an individual and

~ne persistence of the indiviaual's interpretation of the stress-
situation as personally dangerous or threatenlng (Spielberger
al., 1978). In contrast, he states that "Trait anxiety (A-Trait)
refers to relatively stable individual differences in anxiety prone-
ress, that is, to differences in the disposition to perceive a wide
range of stimulus situations s dangerous or threatening, and in the
tendency to respond to such threats with A-State reactions
(Srielberger, 1972a, p. 39)." Spielberger (1966) in Hodges & Felling
, (7373 o 33“) proposed that "trait anxiety involves fear of failure

L)
1

(] by N
(‘f;: oy [\

or loss of self-esteem.” Similarly, Derlega & Janda (1978) define
trait anxlety as a person's being tense usually and nis/her anxiety
as 2 way of resronding to a variety of situations; whereas in state

anxiety a person is usually calm and relaxed, but, at a particular
morent the person is anxious (temporary state).

umercus studies have investigated the Trait-State Theory of

A

Anx-esz. 4 few such studies will be reviewed nere. Hodges & Felling
{137)) irvestigated 3Spielberger's hypothesis. Their findings were
“hat in situations involving physical danger or pain, females tended
to Le more arprenensive than did males, but toth males and females
indi¢zted anxiety in situations involving sreech, socizl or academic
failure, znd dating. "A-trait did not correlate with being anxious
ir. situations involving rhysical danger, pain, or squeamishness,

tut demcnstrated low moderate ccrrelations with the other three fac-
tors (Heodges & Felling, 1970 p. 336)." The only factors which cor-
relzted significantly with the Tralt Anxiety Zcale were those in-
volving threat to self-esteem. This study's findings were consis-
tent witn Splelberger's contenticn that A-trait is a measure of

the rredisresition to resgond with heightened A-state. to situations
Inuysluing failure or loss c.' self-esteem. It, tnerefore, appears
“nzt saclects differing in A-trait will differentially perceive
cltirtlons l”/OlV-nn the tossitility of loss of self-esteer.

AncLoer s,udy investigating the ;henc"ena of state and trailt
anuieny wal conducted by Allen (1370). He determined that college
BODUPIR re'-stsra" LIFLSY Z2oprel on the stute ost anxliety scales
wnen Tnes3e wWere adninittered Immedliztely trior to an exarlna:;on

Q
13y
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omrared with lower scores obtained .nder regular class condi-

s. The svate test anxiety scales were less reliable across
erent conditions than were the trait test anxiety scales. It
ared from the cdata that a useful predictor of academic success
the State-Trait Anxiety Inventory. Correlations were found be-
tween this scale and academic variables, specifically, three quizzes
covering discussion section material, four lecture examinations, and
the exyveriment examination. The pralmar sweat print correlated pos-
*tﬁveTy with academic success. The test anxiety scales were fakable
which may be attributed to their being rationally, rather than empir-
Iczlly cerived.

In a thirad study, Joanson and Spielberger (1968) determined
that state anxiety decreased after relaxation training sessions,
rut that trait anxiety remained unaffected.

Ztner studies which were perused by the present recearcher
seemed to focus primarily onceither tne usage of one therapeutic
tecnnigue such as relaxation training, or on rational emotive therapy
in an attempt to lower anxiety levels. These two therapeutic tech-
niques cr cognitive behavior modification appear to be the pre-
ferred treatment for anxiety.

The underlying theoretical basis for the present study and the

ctner studies which will be reviewed herein lies in the theories of
Ccseph Wolpe (1938) and Aloert Ellis (1362). According to VWolpe's
tnhecry, relaxation and anxiety are incomgatible responses. It 1is
imrcssitle for a person to be relaxed and anxious simultaneously.
This state of affairs is termed recigrocal inhibition. Visual
imagery and crogressive relaxation are combined in the systematlc
desensizizaticn rrocedure. A hierarchy of anxiety-grovoxing situa-
tisns i3 constructed; and then, while completely relaxed, the client
rrogressively visualizes himself/herself in the situations, ranging
from the least anxiety-crcvoking situatlion to the rost anxiety-
crovoking situaticn. In contrast, according to £llis' tnecry, a
s-ase of gocd mental hezlth is viewed as being related to one's
~zintaining rational thoughts. Fe recommends instructing arxious
rersons in <he technigues cf thought-stopring and the ABCDE aprroach
“s raticnzl thinking. In thouent-stopping, cne 1s instructed to
rarlace an irrztional thougnt with a more rationzl ‘one by vertally
~r non-vercally saying "stop." In the ABCDE aprroach, the A rep-
rezents cne anxiety—crovcy1A~ situation; B means peliefs cr tnoughts;
C rerrezents feelings; D means dispute; and I rerreseants tre rational
zlternasive thoughts. The thcugnhts unaerT"lng the feelings are viewed
2z ~onsrituting the rost toxard the rerson's oveing anxicus.

Zo-ed on -he aforerentioned theoretical rationzles as tne under-
vins cnilascrniss, a few studies will now te discuzsed, It is re-
L Tiead snn- snisz is noft arn exhaustive literature review. fn Informa-
<ius -1y Loz zonducted ty CJoaniat (1672) involvinge cognitlive re-
ITructuringe 2 referred to this ccricept (cosmitlve res:zructuring)
s ML ar mrovareut.lc tesnnitie tnat enpleys Sne cnznge of 'self-
- n- a=3' ir order 5o zlter ercticnal reactions znu Lenaviors toward
~oras faynralle outcomes” {(o. 7Z). In crder tc decrezse nefative

1uv4




thoughts, one or a combination o1 several techniques were employed,
namfly: screaming internally ("thought-stopping"), countering
(employing thoughts opposite to self-defeatirg on=zs), and internal
self-rvnishnent (focusing on averse consequences). Similarly, the
frequency of positive thoughts was increased by using internal self-

ayoffs (positive coasequences as reinforcers). Schmidt (1976) has .
empleoyed congitive restructuring with clients and lasting results
nhave been determined.

Another pertinent study. combining cognitive restructuring and
relaxation was conducted by Yorde (1577). The A-State and A-Trait
Scales of Spielberger's State Trait Anxiety Inventory (STAI) and an
adaptation of Kerle and Bialek's Subjective Stress Scale (SSS) were
employed. Tor the A-State measure, the lecture only group and the
lecture rlus contingent biofeedback group (EMG - electromyography)
reported significant post-training decreases in anxiety. The lec-
ture tlus noncontingent biofeedback group also indicated decreased
anxiety.

Additional enlightening results were. obtained by Goldfried (1977).

He reviewed studies inwolving the use of relaxation and rational re-
struc furing as skills for coping w‘th stress. The subjects relaxed
wnen confronted with anxiety-provoxing situations in vivo cr 4ith
self-control desensitization. Goldfried (1977) implied that evidence
susrgested that rational restructuring may be more approrriate in

cases of rervasive anxiety and social anxiety and that both relaxa-
herary and rational restructuring seem effective for focal

s
9
t crotlems, e.g., speech anKAetJ and test anxiety.

It alsc arrears that a relationship exists between anxiety,
intelligence, and college grades. Jrielberger and Xatzenmeyer (1959)
investigated this phenomenon. Significant correlatwons resulted be-
~ween the Taylor “anifest Anxiety lr~zle and student's Grade Point
~verages. "Zven when iIntelligence w23 rnot taken into account, there
wa3 2 smeall inverse relaticonship betueen MAS scores and grazdes in
“ne gresent study." "College work arpeared to be too difficult for
Low artitude students whose poor grades were unrelated to their
wAC sceres. Hign aptitude students tended to obtaln good crades
regardless of their anxiety level (Jrielberger and Xatzenreve
1323, ©. 273)."

L few recen: studies have investicated the phenomenon of test
arnxiewy (feeling anxous 2bout tests) spgecifically comparing varia-
~icns of cognitive therary, systermatic desensitization, or & com-
zirae<ion of the <wc -echniques. Slince test anxiety was &an outcome
m2asure errloyed In the rresent study, it is deemed recessary tc
reyiew 3 zam.ling of studies in thisz =zrea.

©lz 4desensitizaticon has proven elfective In reduvcing
ke K Cawley and Wenrica, 197 3, reeling and Joemperg,
1370 Hal ol le, 1372; Cuinn, 19268)." '"uhen comrared to otner
S reitrirs oo roaines, desensitizzoicn arrears Yo Le mcere elfective
Toan alvernate treatrmensts In reducing test znxlety, burt irprcocvement
in rraze3 13 rmost often found in 3tudies in wnicn a cembinaticn of
dezenzisiza=in and some form of study counseling is employed

LRIC 15
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1371

(allen,
HLECQell and
of relaxation in systematic desensitization needs clarification.

; KLatahn, Strenger and Cherry, 1466;
Ig, 1972)." Based on conflicting

Mcllanus,
results,

1971;
the role

Arnton (1975) determined that " ..relaxation training and de-
ensitization produced a merked decline in A-state scores (stata
nxiety), whereas no changes in A-state were found in the Group
nceling cendition.™ "Contrary to expectation however, desensi-
ation did not lead to improvement in grades, and academic a-
everent was unrelated to reductions in test anxiety (Speilberger
al., 197¢, p. 335)." 1In another study by Bedell (1975), relaxa-
aining and systematic desensitization reduced state anxiety

anxiety, but didrmt change general trait anxiety. Re-
training alone was as effective as systematic desensitiza-
reducing test anxiety, but these treatments did not lead
er performance on measures of cognitive-intellectual func-
It therefore appears, according to Spielberger et al.

340) that 'Behavioral appraoches to the treatment of test
z uj attempt to modify or eliminate the emotional reactions
3 that are induced in test anxious persons in evaluative
uauions. Thus, behavioral treatment approaches have consistently
1led to bring abcut improvement in academic =chievement and per-
rance on cognitive-intellectual tasks.' ' They (1976, p. 341)
~cluded that "In the wreatment of test anxicty, approaches that
woine tcth behavioral methods to reduce state anxiety, along
n study sxills fraining, are effective in improving grades.
i to these treatment components, a treatment program that
vides for the elimination of the worry reactions of test anxious
sons snhould prove highly effective."”
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s have compared cognitive therapy with systenatic
r a comoination approach (cognitive-vehavicr nred-
ucirg test anxlety. FHclroyd (1976) emplcyed cog-
group 3ystematic desensitization, combined cogni-
and dezensiticzation, and pseudotnerapy/meditation.
t Ve tnerarj group nct only showed substantizl Imrrove-
ally all measures of test anxiet:, but this imrrovement
nown DJ the systematic desensitization and ~orbined
n a number of Important measures.'" "Only cogni-
ced signi fwcan“TJ better results than the rseudo-
of¢ Qoure. t differences between the
a ion or combined treatments znd gseudctherapy
a, 1376, p. 998)." 'Sutjects in each of the
_n tne oseudotherary control grour rercrted
anxiety both on the Achievement Anxiety Test
testing situaticn and octained nigher grades
rtrol subjects (Holroyd, 1979, p. §3¢)."
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The Ss were encouraged to practice relaxation at home and once mas-
tered, to use relaxation procedures in any potentially stressful
situation (Meichenbaum, 1972, p. 374)." The cognitive modification
theragy grcug consisted of two treatment approaches, first--an 'in-
signht!' apprroach "...which emphasized that test anxiety is the result
of thoughts and verbalizations which are emitted both prior to and
during the test situation. ...the first aspect of treatment was
designed to train Ss in a general awareness of both the internal and
exferna1 eliciting clues in the test situation which lead to task-
rrelevant thoughts and inferior test performance. The second
aswect of the cognitive modification treatment was designed to train
Ss exglicitly to emit task-relevant self-statements and to. perform
benaviors such as relaxation to facilitate test performance
(Meichenbaum, 1972, . 374)." Slow, deep breathing was emphasized
during the relaxation-training and desensitization. During the de-
sensitizaticn procedure, Ss were asked to visualize themselves per-
forning the behaviors (e.g., taking an exam), and if they became
anxicus, tc use slow deep breaths and self-instructions to relax
and to be task relevant to cope with their anxiety. The waiting-
list controls remained untreated, but received the same pre-post
measures as the treatment groups. The results of thls study showed
that tne cognitive modification groups was surerior to the desensi-
tizatlon grour and waiting-list control groupr on all performance
measures (except Raven's Matrices) and self—reuort measures. Fol-

lowing treatment, Ss in the cognitive modification group did not
siin_L_centWJ differ from the low test anxious Ss. The desensitiza-
ticn groug ...aypeared silgnificantly more imrroved than dia the
waiting-1list control Ss (Meichenbaum, 1572, o. 377)."

sdditional results were obtained ty Karlan et al. (1y;9, p. 375).
“ney found that the "...cognitive component of Meichenbaum's (1972)
cognizive-pehavior modification treatment for test anxiety is more
a”fsotive than the desensitization component or the combination of
cognitive and desensitization. The results are also consistentv
with severzl very recent studies (McCordicx, et al., 1979;
weloirdick, et al., 1978) which show that the effectiveness.of
velichencazun's treatment can be enhanced by vullding upon the cogni-
tive compernent (Xaplan, et al., 1979, o. 375)."7

Althousn from this brief literature review it appears that the
ccgrnisive “nerapy arcproach nas been shown to ‘e eXureuely effective,
sne muss remain cautious. According to Holroyd (1976, r. 599),
“Unfirtunately, mar<ed differences among the treztment procedures
324 in existing studles maxe their reaulps difficult to compare.
rnoil tne effects of ...rrocedural variations on outcome are clari-
®t=4 ¢y Turther research, no definitive ccnclusions concerning the
relzsive efficacy of a ccrmcined cognitive-desensitization treatment
nrrrogen can be drawn.' Moo it arpears lixelv that the results
-rvalrad wizn comcined treatments will te influenced oy rrocedural
varisgles s.on 25 the crier In wolch treatment technijues zre zd-
rmirizcered and the .engon of treatment, as well as by the specific
raatrans szzaniiasl Snat are comblined.
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In contrast, as is the case with all pesearch, a few negative
results have been obtained. In a study by ‘Mathews and Shaw (1977),
relzxation training wzs employed as a baseline which was followed
oy thought-stopping and cognitive desensitization. It was deter-
mined that a reduction in anxiety associated cognitions were ac-
corpanied by lmprovement on the mood scale. Yet, neither thought-
stopring nor desensitization reduced the time that patlents spent
engaging in anxlous thougnts.

Also, a study by Schmulowitz (1976) investigated employing
systematic desensitization and rational emotive therapy in treating
sreech anxiety in a classroom of predominantly black students (5th
gracde classes). It was found that the guided discussion (control
grcup) was just as effective as the group using systematic desensi-
tization and rational emotive therapy. The notion of a causative
relationshir between speech pathology and anxiety level in children

was not sugported.

As may ve seen from thistrief review of the literature in the
area cf anxiety management, results from studies attempting to amel-
iorate high anxiety states (Trait Anxiety and State Anxiety) have
veen conflicting and confusing. On the one hand. some positive
results erploying relaxation training and rational emotive therapy
nave teen determined (Schmidt, 1976; Yorde, 1977; Goldfried, 1977),
whereas scme negative results have also been obtained (Mathews and
Chaw, 1977; Schmulowitz, 1976). Several researchers have recently
studied test anxiety (McCordick.et al., 1979; Xaplan, et al., 1979;
Yclrcyd, 137¢; Meichenobaum, 1972; Anton, 1975; Bedell, 1975).
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The Spielberger Test Anxiety Inventory (TAI) measured test
anxiety. It consists of 20 items and has two scales, specifically,
Worry &W) and Emotionality (E). The development of these scales
has its basis in the conceptualization of test anxiety by Liebert
and Morris (1967). "Worry was described as primarily cognitive
concern about the conseguences of failure and emotionality was de-
fined as consisting of autonomic reactions evoked by evaluative
stress {(Spielberger et al., 1977, p. 9)." The W scale consists of
8 items (#3, 4, 5, 6, 75 14, 17, and 20) and the E scale consists
of 8 items (#2, 8, 9, 10, 11, 15, 16, and 18). The total TAI mean
for college males is 38.48, SD = 12.43; females' mean is 42.79,

SD = 13.70; freshman hales' mean = 35.12, SD = 8.91; freshman-
females' mean = 38.74, SD = 10.85. On the Worry Scale, the college
males' mean = 13.61, SD = 4.98; college females' mean = 14.90,

SD = 5.61; freshman males' mean = 12.75, SD = 3.57; freshman
females' ‘mean = 13.64, SD = L,27. On the Emotionality Scale the
college males' mean = 16.85, SD = 5.64; college females' mean =
18.94, SD = 6.31; freshman males' mean = 15.27, SD = 4.24; fresh-
man females' mean = 16.93, SD = 4.93. Alpha coefficients for the
.TAI Total scores were .94 or higher for males and females. Sub-
scale alphas were .86 or higher with a median alpha of .50. TAI
and Sarason TAS are eguivalent measures of test anxiety as suggested
by ,82 and .83 correlations. Worry scores correlated more nega-
tivels with grade-point averages than did any othe. test anxiety
measure for botn males and females, whereas TAI Emotionality scorés
did not correlate witn grades for either sex. The manual
(Spielberger, 1978, p. 25) recommends that !'In the treatment of
test anxiety, the TAIL E scale would seem to be most useful for
evaluating the effects of systematic desensitization on the reduc-
tion of emotionality in test situations, whereas the TAI W scale
agpears to be most appropriate for assessing the impact of cogni-
tive behavior medification on the interfering worry responses of
test &hxious students."

The Shorkey-Whiteman Rational Behavior Inventory was enmplcyed

to measure rationality in the subjects. Itv is composed of 11 factors.

According to Shorkey and Wniteman (1977, po. 529) these fac.ors are:
"Pactor 1 related to cognitive escalation of the seriousness of
frustrating situations. Rational responses to.frustracion indicated
an objective assessment of the seriousness of the situation and of”
its conseguences to the individual." "Factor 2 portrayed feelings
of guilt and attribution of guilt to others for deviations from
traditional values and mores. The rational response would reflect
acceptance of unconventional behaviors, ideas, or values without
guilt." "Factor 3 reflected the demand for perfection in all areas
of benhavior. The rational response would view compevence as a pref-
erence rather than a necessity." '"Factor 4 dealt with the frame of
reference from which an individual makes value judgments about his
attfibptes, ideas, andtehavicr. A rational response indicated that
self as the reference for these judgments.” "Factor 5 revealed the
demand that all people care for and help one another. Rationality
w5z indicazted ty thé assumption that caring for and heliping others

is a greferable but not required guide for benavior." '"Factor 6



meisured blame and ounlshment of self end others for mistakes, sins

or wrongdoings. A rational’response was indicated as low need to

olame or to punish self or others for undesirable behavior." "Fac-

tor 7 revealed the person's ability to counteract av “dance tenden-
cies, by accepting difficulties and working on unpleasant tasks."
"Factor 8 reflected an acceptance of independence in de0151on maklng
and acceptance of *he consequence of actions or decisions. "Facto

9 portrayed the tendency to upset oneself by negative evaluations‘of
personal attributes and lefe circumstances." ”Factor 10 indicat.d

the tendency to upset oneself about possible future misfortunes,
irrespective of the probability of their occurrence." "Factor 11 ‘
neasured beliefs related to control over emotions. Rationality was-
indicated by the assumption that a1 individual can exercise control
of his emotions in most situations." For undergraduates, the nor-
mative mean total rationality score was 26.35 with a range of 0-38°
and a standard deviation of 4. &, Each factor had a coefficient of
reproducibility of .90 or grezater, whereas the total test's esti:-
mated Sperman Brown split-half reliability was .73. Pearson cor-
relation coefficients of .82 and .71 have also been obtained. This
fest also shows good validity at the .025 level and .005 levels for
studies in which PET workshoos were studied.

Subjects

The subjects for this study were 79 undergraduate students en-
rolTed in a predominantly black college in the southeast. 38 mod-
atelj anxious students comprised the exoerlmental or treatment

grouy (3 students dropped out) and §§ moderately anxious students
made up the control group. These students were selected from an
iritial gool of 300 students who were enrolled in the freshman
level health education and physical education classes. The crite-
rion for inclusion in the present study was a score of 40 or above
on che Trait subscale of the Spielberger State-Tralt Anxiety Inven-
Ttory. 79 students met this criterion and these anxiety scores were
ranked and assigned e an alternating basis to the four treatment
grours or single control group. -

Prccedures

Approximately 300 undergraduates enrolled in the freshmen level

n=alth education and rhysical education classes were administered
The Spielterger S“ate- 'rait Anxiety Inventory, Splelierger Test
nxiety Inventory and the Shorkey Whiteman Rational Echavior Inven-

AKXl
Tory, one #eex prior to mid-term examinations.

An orientation session was helcd during which. the princ.pal in-

vestigator introduced tne Ss to the rationale c¢f the study. =Zach

Z completed a sources of anxziety form devised by E. Each § was

z3xed to ranx order the degree of anxiety which each kind of stress .
nauged them, (i.e., vocat_onal, irterpersonal, academic, family,

finanzizl, and sexual). Two treatment groups (homogeneous) in-

slided students who in the orientation session had indicatea the

ERIC

-
Aruitoxt provided by Eic:




'

<

ERI!

Aruitoxt provided by Eic:

- 10 -

1

same type of anxiety. One group was composed of students who ranked
academic anxiety (tests, responding in class, fear of a particular
subject, lack of a goal in college, lack of concentration while
studying, fear of failure, lack of confidence in academic ability)
highest among five possible sources of anxiety; one was composed of
students who ranked interpersonal (same-sexed peers, male-female
relationships, professors, college administrators) anxiety highest.
The two other treatment groups (heterogeneous) were comprised of
students who brought a variety of the types of anxiety assessed.

The students in the control group received no treatment at all;
the four treatment groups attended four one-and one-half weekly
se3sions. These sessions consisted of: (1) each student using the
ABCDE Rational Emotive Therapy approach on their anxiety-provoking
situations diaries which they kept on 4 daily basis; (2) the ther-
apist employing the technique of progressive relaxation which each
participant practiced twice daily at home; (3) the therapist in-
structing the group members in thought-stopping and visual-imagery
techniques; (4) the therapist giving each participant a copy of a
paperback book entitled, A Rational Counseling Primer (1974) by
Howard Young and discussing it during the group session. 1In the
homogeneous groups, the treatment content "~cused entirely on the
specific type fo anxiety. This was compar. with a diffusely-
fpcused treatment approacn for the heterogeneous groups. The pri-
mary therapist and & colleague led one hcmogeneous group and one
heterogeneous group, maxing a total of two groups each.

The effectiveness of the treatment was assessed using the same
measures as administered during the pre-treatment phase. The post
treatment measures were given one week prior to final examinations.
fach treatment subject was paid 317, whereas each control subject
receitved 32 at the end of the study.

-

2
¥

-

Results
Several one-way Analyses of Variance were performed.

Differences between the treatment groups and the control group
as well as between the homogeneous and heterogeneous groups were
examined.

Tatle 1 presents the treatment effects on anxiety. There were
no grour differences on any of the anxiety pre-measures. A4s may be
seen from Table 1, anxiety was affected by treatment. Results being
regorted are based on post-hoc Scheffe comparisons.

State anxiety was affected by treatment, contrasted to tpe con-
pol situation. Control subjects were significantly more anxlous 1n
a s-ate zense The treatrint prncedures were effective in reduglng
state anxiety, whicn is a transitory feeling of tension and anxlety
%t wne rorent (F = 2.36, 1 £.05)




By contrast, trait anxiety was affected by the treatment pro-
vided in the homogeneous not in the heterogeneous groups.
(F = 4.93, p ¢.03)" Similerly, treatment in the homogeneous groups
affected students' anxiety as reflected on the emotionality sub-
scale of the Test Anxiety Inventory. (F = 3.08, p ¢.08)

There were no general treatment effects on the Test Anxiety
Inventory per se.

Table 2 presents the treatment effects on the Rational Behavior
Inventory (RBI). Since there were significant group differences on
the pre-measure,total RBI score, an Analysis of Covariance was per-
formed.

5n the total RBI score, the treatment group was more rational
than was the control group. (F = 3.07, p <.08) The treatment pro-
vided in the homogeneous groups did affect retional beliefs, as
measured by the Total RBI. Students in the homogeneous groups
ended treatment with significantly higher scores. (F = 4.31, p <.0l)
This was also true on Factor 1 of the RBI ("...related to cognitive
escalation of the seriousness of frustrating situatiuns"). Factor 1
further suggests an "objective assessment of the seriousness of the
situation and of its consequences to the individual." (F = 3.11,
p £.08) On RBI Factor 10, the homogeneous group also scored signif-
icantly more rationally than did the heterogeneous group. (F = 4.61,
P &.04). This result indicated that the students in the homogeneous
groups ended treatment "less upset about possible future misfortunes,
irrespective of the probability of their occurrence." The same result
was obtained for the comparison of the treatment and control groups.
The treatment group was more rational than was the control group.
(F = 3.75, p ¢.06) 1In addition, on Factor 6 of the RBI, ("...measured
blame and punishment of self and others for mistakes, sins, or wrong-
doings.") the treatment group was significantly higher than the con-
trol group. The treatment group had a "lower need to blame or to
¢ punisn themselves or others for undesirable behavicr." (F = 5.42,

p ¢.02).

Gracde-point averages for Fall Zemester and Spring Semester were
compared for all groups. YNo significant differences resulted oetween
any of the grours. ’

Discussion

The major finding of the present study was that anxiety was

rocitively affected by two of the treatments administered. The two
contrasting treatment conditions producing the significant differences
sccurred between the groups receiving treatment and the control group,
and Setween the homogeneous treatment groups (academic and inter-
rersonzl anxiety) and the neterogeneous gzroups (various types of anx-
iesy) Tensrel subjiects' state anxiety as significantly sreater
¢ tnan that of tne treatment groups. It therefcre appears tha. the

comoination of progressive relaxation and rational emotlve therapy
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techniques was effective in reducing the treatment subjects' transi-
tory feeling of anxiety at a particular point in time. However, the
trait anxiety of the treatment groups on a whole compared to the
control group was not significantly different. Bedell (1975) also
failed to reduce trait anxiety using relaxation training and sys-
tematic desensitization. These results are similar to those ob-
tained by Johnsci and Spielberger (1968), who determined that state
anxiety decreased after relaxation training sessions, but that trait
anxiety remained unaffected.

Furthermore, the specifically focused treatment which was ‘em-
rloyed in the homogeneous groups was effective in reducing the trait
anxiety; however, the more diffusely focused treatment given in the
heterogeneous groups failed to significantly decrease the subjects'
trait anxiety. It 1is thus indicated that a reduction in trait anx-
iety is related to the focus of the treatment. A diffusely focused
trectment which was employed in the heterogeneous groups appeared
to be less effective in reducing trait anxiety than did the specif-
ically focused treatment used in the homogeneous groups. Therefore,
it is suggested that, in order to lower a pervasive or global feeling
of anxiety, a more specifically focused treatment is needed.

Similarly, the specifically focused treatment used in the ho-
rogensous groups more significantly reduced these subjects' emotional
reactions to test-taking than did the diffusely focused treatment
given students in the heterogeneous groups. This finding may reflect
a difference in the effectiveness of the progressive relaxation com-
ronent and cognitive component of the combination treatment approach
used. Since according to Spielberger et al. (1978, p. 25), "...the
TAI E scale would seem to be most useful for evaluating the effects
of systematic desensitization on the reduction of emotionality in
test situations, whereas the TAI W scale appears to be most appropriate
fer assessing the impact of cognitive behavior modification on the
interfering worry responses of test anxious students.”" It might
have been expected that the W scale would have snown the most signif-
Icant difference because of the combination approach utilized. How-
ever, it may be that the relaxation component of the combination

reatment aprroacn was the more effective treatment and that it con-
triouted to trh2 significant reduction in the emotionality level of
the homogeneous group.

Additionally, there were no general treatment effects on the
Test Anxiety Inventory per se. This result may be possibly attributed
to the lack of study skills training for the academic treatment group
23 well as the sparse number of treatment sessions. In future re-
search investigating test anxiety, study skills training should be
2 part of the treatment package and the number of treatment sessions
should ve extended to a mirnimum of 12 sessions.

s
tory (RBI). On the Total EI pre-test scores, the ho-
o wzZ mere reticnal than was the heterogencous group
grou;s were more rational than was the control
alysis of Covariance was performed significant

1€y




differences were evident on the Total RBI scores--the homogeneous
group being superior to the heterogeneous group, and treatment
groups superior to the control group.

Significant differences between RBI post-test scores for the
groups were also obtained. When contrasting homogeneous and hetero-
geneous groups on Factor 1, 1t was revealed that the homogeneous
group marifTested a more objective assessment of the seriousness of
the situation.and of its consequences to the individual. This re-
sult is consistent~with a validation study of the RBI during which
El1lis conducted a two-day workshop on RET with 87 mental health
professionals and found a significant difference between pre- and
post-test scores. Ellis' one-day (mental health professionals)
workshop also showed post-test gains in this direction (Shorkey
and Whiteman, 1977). A specifically focused treatment seemed to
be most effective in improving scores on this factor in the present
study.

On RBI Factor 10, the homogeneous group also scored signif-
icantly more rationally than did the heterogeneous group. The ho-
mogeneous group's specifically focused treatment contributed to
these subjects' tendingto become less upset about possible future
misfortunes, irrespective of the probability of their occurrence.
The treatment group was also significantly more rational than was
the control group on this subscale. The validation study (2-day
workshop) conducted by Ellis, mentioned previously, also showed
significant gains from pre- to post4E€st measures on this factor
(Shorkey and Whiteman, 1977). Also, as indicated by Factor 6, the
treatment groups tended to blame and punish themselves and others
for mistakes, sins, or wrongdoings less thuan did the control group.
This factor also produced significant pre- and post-test score
gains in the Ellis validation study (2-day workshop). In another
validation study by Ellis, irvolving an all-day RET workshop at-
tended by 40 mental health professionals, pre-post-test gains were
in the same direction (Shorkey ana Whiteman, 1977). Factors which
were not significant in the present study were: #2 - acceptance
of unconventional benaviors, ideas, or values, #3 - views competence
as a preference rather than a necessity, #4 - self reference for
maxing value judgments about his atfributes, ideas and behavior,

#5 = assumption that caring for and helping others is a preferable
out not required guide for behavior, #7 - revealed person's ability
to counteract avoidance téndencies by accepting difficulties and
working on unpleasant tasks, #8 - ref'lected acceptance of indepen-
dence in decision-mzking and acceptance of conseguence of actions

or decisions, #9 - tendency to upset oneself by negative evalua-
tions of personal attributes and life circumstances, and #11 -
assump<icn that individuals can exercise contrcl of their emotions
in most situations.

Finally, no significant differences were found between Fall
Zemester and Spring Jemester Grade-Pcint Averages. It is believed
<n:T wne aczadermic anxiety sroup rcessitly needed Study ckills train-
ing in order to improve their grades. In future studies involving
test anxiety, tnis training should also be included.  Additionally,
the length of the treatment snould be a minimum of 12 students.

ERIC 1.y
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Conclusions

Results showed that when a combination of relaxation and ra-
tional emo.ive therapy was used with the treatment subjects, their
level of state anxiety was lowered significantly more than was that
of the control subjects. Students who received treatment which
focused on a specific type of anxiety also benefited from this com-
bination approach. After treatment, both groups exhibited lower
tralt anxiety and less emotionality, as well as more rational be-
liefs, when compared with control subjects and with subjects who
had received treatment in heterogeneous groups. The results of
this study suggest that the effectiveness of relaxation-rational
emotive techniques for anxiety-reduction may depend on the focus
provided by the treatment. These technigues are more effective
when students share the same kind of anxiety; the therapist can thus
focus the -treatment procedures on the specific anxiety, and the
students can learn from each others' experiences, from their home-
work, and from the treatment sessions.

Future research on test anxiety whould include study-skills
training in the treatment package, and the number of treatment
sessions should be increased to span a minimum of six weeks, two
hours per week (one hour per week of therapy and one hour per week
of study-skills training).
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TABLE 1
TRCATREST EFFECTS ON ANXIETY

Post Scores on: Focused lomogencous Mixed Treatnent Average Treatment Control
Treatment Group Group Group Subjects

_ Acad. Interp.  Both 1 2 Both
State Anxicty X 30,33 34.10 32.32 34,80 34.33 34.58 33.45 37.61

SD 16.14 9.42 9.63 7.67 9.21 8.19 8.92 9.33
(Ranze 00-20) Treatment V. Control F = 3,96 p.<«. 05. >

No other effects

Trait anxicty X 36,73 37.50 35,21 42,40 42,738 42,58 39.39 42.53

sD 3.21 3.11 3.05 5.41 10.55 9.21 9.12 9.02
(iange 69-22) Homogeneous V, Heterogeneous

F=4.93 p £.03

Test Laxiety X 32,22 32.90 32.58 41.40  35.67 38.68 35.63 39.39
SD 3.35 9.16 3.55 9.56 8.59 9.33 9.35 13.77 !
Range 66-21) k =
©
|
Emotionality X 12.22 13.80 13.05 17.30 14.56 16.00 14.53 16.45
Sb 3.59 3.46 3.52 4.76 2.96 4,15 4,08 6.08
(Ran e 3-30) lHiomogeneous V. Heterogeneous

F= 3.08 p £..03
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TABLE 2
TRUATHENT L¥FLCTS O 151

Post Scores Covarying, Aead, Intovu, Doth dined Averase Con~rol
Pre Scores on: Treatnent Treatinwent Subjects
1 2 Soth Group
Total “dj. = 23,23 23.9" 22,26 21.39 21.31
BT Standard
Error 1.23 1,19 1.17 1.25 .60
liomogeneous V. licterocencous .
F=4.31 p €.04 .
Treatment V. Control ¥=3,07 p£ .0
1
Post Scores on:
311 _
- 3.11 2.20 2.63 2,10 1.76 1.95 2.29 2,21
Sh 1.03 1.23 1,21 1.19 1.43 1.31 1.29 1.2%
! ilotiogeneous V. lieterogencous
; . ‘ F=3.11 p< .03 |
-— =
. L]
R8I . b4 2,489 2.60 2,74 2.30 1.54 1.95 2,34 1.82 !
Sb .33 Lok .65 1.25 1,51 1.39 1.15 1.25
Howmogencous V. lleterogencous
| F=4,61 pd..04
. Treatment V. Control F=3.75 p<\ 06
RBL VI X 3.44 3.00 3.21  2.80 3.55 3.16 3.13 3.68.
.73 1.76 1.08 1.55 .38 30 1. 13 53
Treatnent V., Control ¥F=5.,42 p<& .02

]
!
!
i
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. .
Status Report of the Research Project: The Nature and Implications of
Compatibility in Supervisory-Student Teacher Dyads. \ .

AN

Team Members: William'Morse, Ross Boone, Yvonne Smith, Amy Swan.

ED213714

I. Data Bank
+ A, An N of 131 dyads is prescantly available. (For breakdowns of
‘ the population by sex, age, subject area, grade level, and
univérsity, see Appendix 1.)

4 i

k) B. Feedback has been given to all original participants who

requested a report. (See Appendix 2.)

1I. Utilization of the Data , « o

A, In Sep;emberNof 1979, Ross Boone was sent a package of
information‘iﬁcluding the set of data.cards, the coding
- , ’ information, the fee@back sheet, and the data descréption.
NOTE: Ross has changed positious but is still interested.
He would like to visit the campus later in the
spring when we have the finai tables available

§

) » if the prospect has resources.

—

>

B. Yvonne Smith has a rough draft of her thesis which is now in -

. . the process of revision for circulation to her/committee.

-

e C. Amy Swan has done the major analysis for the central feature

-

of the study (the coméatibility index), upon which the total
L analysis depends. ' This portion of the stiudy should be finished

. . he by the end of this term. (For a conceptualization of the

compatibility dimension, see Appendix 3.)

';‘ . D. ' Since several of the instruments used were not adequately

N - - s - ——

. . . normed, etc., before use, extensive analysis and data reduction
~ [N ‘ .
i were necessary. This was to asssre that the analyses proposed in s

/o
o the original prospectus (Januaty, 1979) were bgéed upon reasonable
y
scores. This was a lengthy effort and has now been completed.
. : o .: ] ) 1 /// .
T L o '173// , ‘ -
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Iv.

I
g
t
i

We are ready to make the critical analyses’ for the study.
Plans
A. A 1/4 time research assistant has been provided by the School
of Education to help complete the analyses.
B. A thorough literature séarch of the central concept of compati- - .
bility has been submitted to the project for funding. A
modest amount has been r;qucsted for this purpose.
C. The computer commands for, the final runs are in order and,
piovided the project has computer resources, these will
be completed well before the end of the term. The comparisons
to be made are illustrated in the diagram of prospectus (Appendix 3.)
D. The data bank will then be available for sub-studies through
§t;dent research projects, }urther analyses, etc. There is

one study tentatively under way at present.

Publication Plans

A. Ross Boone intends to complete a study on his primary interest,

a-comparison of the schools involved.

[ve}

An article will be prepared on the compatibility index.

C. An article with joint authorship will be prepared on the
total analysis.

D. Yvonne Smith will be encouraéed to prepare an article from

her thesis.




The overall relationship between student teachers and cooperating

teachers has been divided into two important and relatively independent
parts: (1) the professional relationship, (2) the personal relation-
ship.

1. Protessional Relationship - Your professional relationship, as

measured by these instrus.nts, involves how ybu relate o

your student or supervisor as a colleague in sharing ideas and
cooperating in the classroom. Ycur style of teaching and
classroom management can also affect the quality of your
professional relationship. When working closely together, ever
minor differences in style can exert a great influence on how

you relate professionally.

2. Personal Relationship - Sometimes very strong and lasting friendships

evolve from the student teaching experience, regardless of
agreement or disagreement in the classroom setting. This aspect
of the experience is reflected in the personal relationship )
dimension of Lhe study, which includes ratings of your ecase

of communication, openness, and general feelings of relaxation

or tension with your colleague.

What people say and what they really think may be very different.
Becaus: of this, the personal and professional relationship dimensions

have been further divided into (a) direct and (b) indirect measures.

ERIC 15§
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Direct Evaluations ~ The direct measure of both the personal

and professional relationships is designed to indicate how .
you feel publicly about your experien.e. This could also

be termed your ego level or overt attitude.

1b. & 2B. Indirect Evaluations - The indirect measure is supposed to

«# be an indication o. your deeper feelings about your relationship,
behind your defenses. You may remember checking adjective
continua (hot-cold, pleasant-unpleasant) to describe your

relationship. This could be called a projective or covert

i
!

measure of your attitudes.

l

3. Class Difficulty - Some groups of children are more difficult to

work with than otﬁers in terms of management and/or prerequisite
skills, and a particularly difficult class could have a stressfel
effect on the relationship that develops between the student .
teacher aﬁd cooperating teacher. Sometimes tﬁe ratings of the

same class are quite divergent, and this difference could also

affect the working relationship.

4. Class Procadures - Teachers have differences in teaching practice.

These difierences are reflections of their various teaching philo-
sophies. These different philosophies cannot be labeled as either

desirable or undesirable because effective teachers can have

-

widely divergent views. However, as mentioned above, these

v

differences may have a profound effect on professional relat‘onships. X

Q
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Your responses about classroom management and priorities have
been used to indicate how "traditional" or '"nontraditional”

- « 3 -
your teaching philosophy is. You were also asked to rate your

partner's priorities.

an important goal of the student teaching experience. These
competencies include the ability to individualize, evaluate
performance, manage a class, communicate, plan lessons, and organize
activities as well as the development of self-coafidence and a personal

style of teaching.

Both s.udents and supervisors were asked to rate the students'

improvement and final level of competence.

|

|

|

|

|

\

W

|

5. Student's Competence - The development of teaching competencies is

6. Self-Concept - The self-concept of both the student teacher and the

cooperat ing teacher may also be important in the formation of
the personal and professional relationships. For example, a
cooperating teacher who has little confidence in his or her own
abilities may be threatened or '"turned off" by a self-assured

l

student teacher.

administered to the student teachers. Scores were obtained for

‘ To assess this dimension, the Broverman Self-Concept Scale was
|

the student's feelings of (a) self-cconfidence and~ (b) warmth.

ERIC . )
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a. Self-Confidence - The self-confidence deals with a

general feeling of competence. It is not specific to teaching.

b. Warmth - The warmth scale indicates the individual's awareness
and concern about friendships as well as the person's feelings
about his or her social nature. Some questions in the
warmth scale involved self ratings from '"gentle to rough,
"quiet to loud,' "expressive of feelings to difficulty in

"

expressing feelings," and "talkative to not talkative."

7. Teaching Anxiety - Some students have a great deal of apprehension

about undertaking the role of a teacher even though they are
not necessarily incompetent or generally anxious. This mood
of apprehension may prove to be an important factor in the
development of the relationship between the student and

supervisor.

The Teaching Anxiety Scale was administered to the students to
assess this dimension. They rated the frequency of anxiety in
three areas related to teachin;: being evaluated, maintaining

discipline, and teaching effectively.

8. Satisfaction - 8 udents and their supervisors were asked to rate
2at1stacl 1ot

\ o
\,
"

'qelr overqll saLlsfactlon w1th the student teaching experleﬂce.

Th v were al§Q\asked to rate their level of learning and the
\ N

degrﬁs\t@ which ‘the supervisor was a model for the student. These

Lo~

ratingy were used instead of final grades to measure satisfaction

beczuse grading standards vary widely among supervisors.




Some interesting comparisons can be made among these mean ratings.

These are just a few suggestions; yon may think of others.

1. Do students feel more positive about their professional
relationships than about their personal relationships with
their cooperating teachers? Compare la. and lb. for ST's with

i
|
2a. and 2b. for ST's. . {
|
|
|
\

2. Do students rate their supervisors differently in teaching
philosophy than supervisors rate themselves? Compare 4a.

for CT's wtih 4b. forx ST's.

3. Which member of the dyad feels more satisfied with the experience?

Compare 8 for ST's with 8 for CT's.

4. Do cooperating teachers find their students more competent
than the students themselves think they are at the end of the

experience? Compare 5b. for ST's with 5b. for CT's.

[+
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Appendix 2

THL UNIVLRSITY Of MICHIGAN
Room 3210

Schoui of Education
Corner Easl ancd South University Avenuces

Ann Arbor, Michigan 48109

June 21, 1979

Dear Participant,

This is the summary of the student teaching survey that you
participated in earlier this year. We appreciate your cooperation
in this project and hope that you find this summary informative.
If you have any further questions regarding the study, please
contact us at the University of Michigan.

Interpreting the Chart

1. All of the scales (except the Teaching Anxiety Scale)
involved ratings from 1 to 7,and a score of 4 was always a
neutral rating.

2. The labels (Professional Relationship, etc.) on the chart
are numbered to correspond to their descriptions and inter-
pretations found on the following pages.

3. All of the scales (except Self-concept and Teaching Anxiety)
were completed by both the student teachers (ST) and the
cooperating teachers (CT). To indicate the averages for
those groups separately, each category on the chart is labeled
with ST and CT.

4. The ends of the continua are labeled to indicate the meaning
of the extreme scores. For example, Class Difficulty ranges
from "easy" to "difficult.” .

5. The X's on the chart indicarte the average rating on that
dimension for a particuiar group (ST or CT) and the attached
lines ( X ) indicate the range of ratings.

6. Due to our efforts to insure your anonymity, all names were
rerioved from the qucstionaires. So, unless you requested
feedback for your code number, only group data can be
reportec to you.
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STUDENT TEACHING STUDY SUMMARY
1 2 3
1. Professional Relatiomnship CT [ X —=1
positive | 2.51 npgative
sT | D e M Attt ettt /
a. Direct Evaluation 2 A% i
CT L X -——=/
2.21 isa
b. Indirect Evaluation (gree . dls/gree
ST 2.30
2. Personal Relationship f X . N
CT 1.94 .
;ositive X negative
a. Direct Evaluation ST 2.42
CT 11—~ ZXEE /
b. Indirect Evaluation positive [©° " 7egat1ve
ST { 2.45
3. Ciass Difficulty €T |/ 4  oa—
ST 2asy E‘ll . difficult
4. Class Procedures f —— X _— -
CT 3.9] :
braditiogal X nontradiitional
a. Self rating ST 4 4.16 A
CT'sH 3 é - b,
b. Perception of traditiogal ) | nontradfitional
partner ST 's/ X a
3.78 i
. 13 ~ e /.----_‘.-—— X _-—-..;-
5. Student s Competence CT 3.46
little i
ST 4 C. i e B R T
3.66 L
a. Before
/ ——_JL——X —————— o o o o s e e 1
T 5.25
) . fittle | !
b. After ST T A
i 5.65
6. Seli-Concept STl l / . ﬁ
on .
Y licele i9
"~ a. Self-coafidence - :
T i
JE e D G i At /
only,
b. Warmth “litcle 2.82 :
i N
7. Teaching Anxiety ST A g—af—_—/ ' |
only }itele - Y2 ;
‘ A - Ar e K o e o ot e [ S ——
8. Satisfaction cT i %.l& /
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of the Compatibility Phenomenon
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Figure 2 - The Total Study

0f the many theoretical possibilities, the present research deals with
_only a select group of variables in any of the segments. Overall, the

specifics befng included in the current study, selected from the many possibilities,
i

I

can be seen in Fig. 3. /

’

el Y

Antecedent \ N\, | Compatibility Indices :> Outcome
Variables | (all cells in Fig. 1)
1. Broverman :Self \Concept 1. Personal T.S. 1. Satisfaction T.S.

a) Personal Competence a) Overt 2. Perception of

b) Warmth b) Covert progress T.S,
2. Teaching Anxiety 2. Professional T.S.
3. Teaching Competency a) Overt

b) Covert
Intervening
) Variables

1. Demographic S.T.
2. (Class, difficulty S.T.

T - Data from Supervising Teacher

S - Data from Student Teacher

Figure 3 - Current Study: Dimensions and Relationships

While Figure 3 does nnt represent all of the variables possible, or even a
reasonable selection, the dimensions selected for the current study were selected
for their assumed importance in the matrix. Central of course are the

compatibility phenomena. Included are three potentially strong antecedent

variables which stand to directly ihfluenéé the individual’s: (1) reaction to
various conditions of compatibility, (2) how much influence the level of class

difficulty would have, (3) eventual outcomes. These are personal competency

and warmth, anxiety specific to student teaching, and teaching competency.

- 12 -

- N . 1hu




~ INTERRELATIONSHIPS-SEX DIFFERENCES AMONG PERCEPTIONS OF
PHYSICAL EDUCATION STUDENT TEACHERS' PERSONAL AND PROFESSIONAL
CHARACTERISTICS, COOPERATING TEACHER DYAD RELATIONSHIPS AND
. OUTCOME: SATISFACTION, LEARNING, AND MODELING

Submitted by Yevonne Rita Smith, Team #3
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INTRODUCTION

Many teacher education and professional preparation programs are currently

undergoing self-evaluation, and more emphasis is being placed on the quality

” -
L e s «

of)gbg Eéacher—training experience. A shift from traditionally content-oriented

r“"

programs to ones stressing more affective dimensions and personal development

- 1 B

of the student teacher has resulted in an emphasis on a more helping relatiénship
among those concerned about the quality of the student-teaching experience.

The student teachep's perception of his/her own personal and professional\
competence as well as the nature of the relationship with the cooperating

teacher may be critical in understanding the quality of the student teaching

‘“

experience and selected outcomes. Equally important is whether these perceptions
are influenced more by the sex of the student teacher and cooperating teacher,
or by the unique culture of the particular teacher training ihstitution.

In 5rder to better understand what the student teacher is perceiving
during this time, as well as to stimulate self reflection on the part of the
student teacher, it is necessary to enter into a perceptuél approach to the

study of the student teaching experience. ) .
. ¢ .

. . . perceptual psychology emphasizes “the personal
qualities of human experience. It seeks the, causes of
behavior in meaning~ . . a point of view about b .an
' behavior that deman the manipulation and contvol of
the individual’s environment in order to help him has
. serious limitations for treatment. (Combs 1963, p. 66)
. .
Combs has suggested that the perceptual aéproach calls for sensitivity and
| , )

. .
understanding in those of us who work with student teachers, thus facilitating
helping relations with them. Accordingly, teacher trainers must also continually

acquire the ability to feel and pefceive as student teachers do. This study ]

f

o .
is an effprt to gain more knowledge, understanding, and empathy with physical .

v
'

/ . .S “ ¢




L

education stuQent ‘teachers. Tt haﬁ been this researcher's experiegce, while
working with student teachers at The University of Michigan, that there may
‘be a number of factors which seem either to interfere with or to enhance the
satisfaction derived from the field experience.
Dﬁring the pilot study--a participant observation--observations were
made of trainees engaged in the teaching process as well as of those engaged
in interaction with studenEs, cooperating teachers, other student teachers
‘and the university supervisor-seminar coordinator. In thi§ participant .

observer study, recordings were also made which were relevant to the

3

experience of student teaching for both men and women and also to the
relationship of certain characteristics to various aspects of student
teaching. It was interesting to -note that some cooperating teachers had
reques*ed to work with student teachers of the opposite sex. Traditionally
in physical edu+<ation student teachers have been placed with same sex
cooperating teachers, since classes were also segregated--particularly

at the secondary levels. Cooeducational physical edueation, which is now
the legislated practice since the adoption of Title IX of the Educational
Amendments, certainly offers opportunities and chalienges fbr expanding

the range of student teachers' assignments.




REVIEW OF RELATED LITERATURE

Student teaching is a very important part of one's preparation
for effective teaching. It is the ctrlmination in most cases of one's
life as a college or university undergraduate student, and it, therefore,
marks a change or transitional period in the life of the individual.
.This is t;e time during which the student teacher must | ‘
successfully put it all together; failure to do so will not
only have financial and social ramifications, but will also most N
probably terminate teaching as a profession for that individual. (Heitzmann 1977)
Certain qualitites such as one's personality characteristics, teaching
anxiety, teéching competencies, interpersonal relationships with the
cooperating teacher or one's sex may all affect the outcomes from this
experience. This literature review endeavors to take a look at some
of the related research .in these areas as professional preparation
programs enter a phase of shifting priorities from productivity (or
Anumbers of student teachers certified) to increasing the quality of
‘the teacher training experience. .
In order to gain a theoretical perspective on the relationship
of selected presage, process and product variables focused upon in this
study, the research literature reviewed will be categorized as follows:
I. The Physical Education Student Teacher
II. Factors Related to Predicting Student Teacher Vutcomes
III. Cooperating Teacher-Student Teacher Relationships
IV. Sex Role Psychology and Socialization
V. The Influence of Sex on Relation%hips

A, Teacher-Student Relationships ' ,

B. Dyadic Counseling Relationships

[




Review of Related Literature

Categories of research wﬁich address the concerns of the present -
study are:
I. The Influece of Sex of Teacher and Student on Teacher-Studerit
Relationships
II. Cooperat;ng Teacher-Student Teacher Relations and Compatibility-
Matching N
III. Sex Role Psychology and Socialization Influence on Social
Interaction

IV. Characteristics of Physical Education Student Teachers and

Students




Cooperating Teacher:; and Student Teacher Relations
; S

Since the success of the stddent'teaching experience weighs heabily
v ] -
on the compatibility of the relationship that is established with the
cooperating teacher, recent researchers have attempted to investigate

. this phenomenon. Research in this area shows that the student teachers'

attitudes and teaching change in the direction of his supervising teacher.

It may be shown that the pressufe of evaluation as well as the modeling
proces; (Ba;dura 1963, 1969) may account for this. Boschee et. al.

(1978) investigated the influence of the cooperating teachers' educational
philosophy upon the studgzt teachér and found little relationship.

They state that the educational philosophy of the cooperating tea;her

does not significantly fnfluence the educational philosophy of a student

1
1

teacher and concluded: '

"It would aplear that college departments/schools of education
might assign teacﬁers without spending great amounts of time and
effort matching copoperating teachers with student teachers on the
basis of their edjicational philosophies. It may be more beneficial
to focus attentioph on other factors--years of successful teaching
experience, self Eoncept, openness or flexibility to new ideas,
affective awareness, democratic attitude, etc.--which might facilitate
a successful student teaching experience."

Leslie (1971) has ccncluded much the same thing and states that
"the characteristics of the tooperating teacher and their impact through
matching are’nog‘potent enough to cause sizeable changes in eith r
attitudes o;?behavior."

A number of researchers have looked at personality types and cumpati-

. v -

bility (Chattas 1965; Haberman 1978) and seem to suggest that pe:séns of
similar styles and orientations should be assigned to the same dyad.

There is certainly a need for further research in this area. "Studies of

the relacive effectiveness of teachers have indicated that certain
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variables such ;s attitudes, sex, academic rank, personality, role
expectations, expefience of supervising teacher and interpersonal
relationships can be controlled to enmhance a successful student
teaching experie;ce (Haberman, 1972)."

’ For a signifiéanﬁi;WISHEMEE?ISH“BE“Eimeinow;“physical,education
student teachers and cooperating teachers have been purposely matche&
based on sex. With the research from the gene£a1 field of education
and current changes due to coeducational pﬁysical educa&ion, these
‘bractices may be questioned and certainly need to be investigated
in order to offer more evidence for‘or against continually matching
student teacher and cooperating teacher for success based on sex.
However, before one can work with the concept of matching student teachers
and cooperating teachers based on some characteristics, one must knowgnot

only what those characteristics are, but also what percpetions are

held by participants in the relationship.




The Influence of Sex on Teacher—-Student Relationships

While the influencg‘of sex of teacher does not appear in great
abundance in the research concerning caoperating teachers and student
teachers, it does appearvin research concerning the regular classroom
. teacher and.students. Ins;ghts garnered from these studies may be
helpful in gaining more understanding of this research problem, since
the cooperating teacher may technically be perceived by the student
teacher as the "teacher" while she/he is perceived to be the "student."
Brophy and Good (1?745 ﬂave reviewed much of the resea;Eh iﬂ this area,
and they find that the sex of the teacher and student may influence
the felat;onships and interactions within the classroom. It was fcund
that the quantity and quality of interactions were significantly
related to sex, e.g., male students received both more criticism and
more praise. However, it was found that male and female teachers interacted
with the sexes in quite the same manner, Dweck (1975) has suggested,
in her research on learned helplessness, that similar interactions with
the sexes resuit in different behaviors. Males who seem to be criticized

more, emerge as more self-confident, less helpless. Females internal ize

the criticism, blame themselves, and feel less competent.



Sex Role Psychology and Socialization and Influsnce on Social Interaction

o

Cognitive developmental theorists Suggest that the primary motivator
"in the socializationnérocess is. competence, not rewards.
Summarizing the psychology of sex roles, Kohlberg (1966) sees gender
as the basic organizer and believes that the child positively values

4

those things associated with his own sex. Parsons (1976) states that
behaviors are categorized as appropriate for one sex or the other.
' .

Children "use gender as an organizer fo: much of the information in

their social world. These categories form the basis for sterotypes."

o . -
Thus, based on gender identity, many behaviors become more sex-appropriate

either for males or for females. The society has differential standards,
behaviors and rewards that it zllocates to males and females (Bandura 1969,
Mischel 1966). Accordingly, persons develop a system of values for
_attitudes and gehavigrs in which they come to value those associated

with their own sex. However, Broverman et. al. (1972, 1968) and Rosenkrantz
et. al. (1970) found that valued male sterotyped personality characteristics
- fell into a competence cluster when factor analyzed. The m;le characteristics
of competence and independence are also more valuea by both college men

and college women than are the female étereotype characteristics. It was

- evidenced that female valued personality characteristics fell into »
warmth and expfessive cluster. "College.sEudents protrayed the ideal

woman as less competent than the ideal man..."
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. Physical Education Student Teacher Characteristics

The researcn in this area suggests that there may b; differences
between ﬁale and female orientations toward winning in sports (Woodman
and Kidd, 1976). Other literature (Roberts, 1975) suggests that there
are differences ﬁetwgen male and female physiéal’education majors in
their achievement motivation and risk taking, i.e.,-males take'greater
risks. ‘It has been suggested that feméles are more sociqlly oriented and
dwell nnre‘in interpersonal aspects, while males are more task-oriented
(Fitzgibbons and Goldberger, 1971; Meeker and O'Neill, 1977). However,
in a study by Widdop and Widdop (1975), comparing the personality
traits of female teacher education students, it was found that female

physical educators were assertive, enthusiastic and independent. In

other words, they approximated Broverman's (1970) stereotype of competence.

This would suggest that there may not be significant differences in the
personality characteristics of male and female physical education
student teachers and might éuggest little influence of sex of student
teacher on the percebtions of competence. More research needs to be

done in this area.

0
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THE PROBLEM

The purpose of this research study is to investigate the inter-

relationships between perceptions of selected antecedents and outcomes
of student teaching. Pﬂysical education'student tcacheé#' perceptions
of pefsoﬂal cogpetence and warmth-expressiveness, proiessional competence
and teaching anxiety, cooperating teacher dyad relationships, a@d
outcomé—-satisfaction; learning, and modeling--afe investigated.
Sex Differences intervening on th2se factors are explored. Specifically,
the study addresses the following questions:
1. How do physical education student teachers perceive their
a. Personal competence ‘ =
. b. ’Warmth-expressiveness
c. Instructional competence
d. Teaching anxiety
,e. Cgoperating teacher dyad relationships

f. Outcome: satisfaction, learning, modeling?

2. What is the nature of the reldtionship of petsonal competence

: and warmth, to professional competence and teaching anxiety?

3. What is the nature of the relationship of personal competence and
warmth to outcome: satisfaction, learning, modeling?

4. What is the relationship of both personal and prdfessional
factors to the student teacher/cooperating teacher dyad
relationships? ) .

S. What is the relationship of student teacher/cooperating teacher
dyad relations to outcome:  satisfaction, learning, modeling?
6. Are there sex differences in the perceptions based upon:

a. Sex of the student teacher
b. Sex match with the cooperating teacher?

-



RESEARCH DESIGN

This descrip;i&e §tddy of physical education sutdents' perceptions
is correlational in approach. It uses both quaniitative and
qualitative methods. Questionnaires ﬁefe analyzed statistically

:while the interview data have been reported in a verbal descriptive

style and are being used as supportive data for the questionnaires.
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: Interview (Before & After Parsonﬂs Teaching
S.T.) Teaching *+ Anxiety Scale
Anxiety :
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Interview Professional Rela-
tionship (Overt and
Covert)
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- B 0
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: Interview Black and White C.T./S.T. Relationship
Schools - Scale ‘
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Comprehensive Study Sample

The Physical education student teachers involved in this research
study were a paré of a larger sample of student teachers from a variety
of subject areas who participated in a comprehensive study of student
teacher/cooper%ting teacher compatibility developeé by team III of the
Hamp ton-Michigan Research Project. The physical education student
teachérs represented almost forty percent of all student teachers who
completed the questionnaires. The total sample in the comprehensiv;

study breaks down as- follows:

v

Table 1. Comprehensive Study S.T./C.T. Compatibility (Dyads)

102 29 missing data

N= 131  _ C.T.
. 126 5 missing data

By Sex - Matched Pairs C.T./S.T.
M MF FF M oM MO OF FO ‘
20 10 54 16 14 2 12 3 Number
15.3 7.6  4l.2 12.2 10.7 1.5 9.2 2.3 Percentage

By Subject Areas . ) =
El SpE  PE  SoS  Sci  Eng » Bus  Math  EI, MI, POHI
16 4 52 20 13 2 1 4 T 19
. 12,2 3.1 39.7 15.3 9.9 1.5 6.1 3.1 14.5 %

By Schools - Student Teachers Only
U of M / Hampé Inst . NSU U of Wisc-Osh
65 507 31 247 11 8% 24 187 (A1l S.T.)
21 41% 11 21.5% 11 21.5% 8 16% (P.E. S.T.)
P : - N = 50

4

o
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Physical Education and All Other Student Teachers

Queséionnaire data that are availabie on physical education student
teachers are now available on thos; in other subject avreas. This is
helpful in establishing group norms and also for comparative purposes.

Table 2 shows the distribution of physical education and all other

education student teachers by sex.

Table 2. Sex Distribution of Physical Education and All Other Student

Teachers .
Sex Physical Education All Other Ed. Total
Female 26 51% » 50  66.7% 76 60%
Male 25 49% © 25 33.3% . 50 -40%
Total = 51 100% B " 75 100% 126  100%

*

204



Schedule of Data Collection

I. Febrﬁary - March 1979 -

A. Contact schools for permission to conduct study.

B. Make contact with designated college representative who will
coordinate the study and data collection on the different campuses.

II. April 1979
A. " Distribute questionnaire p;ckets containing
Consent forms
Student Teaching Instructionual Competencies
Sex Role S<1f Concept Scale
Teaching Anxiety Scale
Ogtcome Satisfaction Rating Form
S.T./C.T. Relationship Scale

Semantic Differential

B. Make follow-up calls.

III. April 1979 - May 1979

A. Interview University of Michigan physical education student
teachers. ’

Contact student teachers for missing data.

IV. May 1979 - June 1979

A. 1Interview Hampton Institute and Norfolk State University student
. teachers.

Contact student teachers for missing data.




Summary of Results

—

The results from the analyses of the questionnaires and scales
completed by the student teachers in physical education are presented here.

Significant relationships ware found between:

1. Personal Competence and Professional Factors

a. Personal competence and Instructional comp. ©or= .63 .001
- b. Personal competence and Teaching anxiety =-.56 .001
c. Instructional competence (f) and Tea. anx. . - r=-.68 .01

d. No signif. rel. found betw. warmth and Inst. com.

2. Personal Factors and Outcomes
" a. Personal com. and Satisfaction : r= .44 .05
“~ b. Personal com. and Satis. & Learning .05
c. No signif. rel. betw. per. com. & modeling
! d. No signif. rel. betw. warmth and Outcomes

3. Personal Factors and ST/CT Dyad Relationship
a. Personal com. and Covert profess. rel. r= .43 .01
b. No signif. rel. betw. overt rel. and per. com.
or warmth-expressiveness

3

4. Professional Factors and Outcomes

a. Instructional com. & Modeling CT (Females only) =-.44 .05.
b. Teaching Anxiety and Overall Satisfaction r=-.42 .01 ,
c. Teaching Anxiety & Satisfaction/Learning r=-,34 .05

d. No other signif. rel. betw. Instructional com.
. and Outcomes

5. Professional Factors and ST/CT Dyad Relationships

a. Teaching anxiety and Overt CT Relationship r= ,43 .01
- . Ease and Tension r= .43 .01
Open and Restricted r= ,46 .01
) Careful Speaking r= .39 .05

b. Instructional Competence and Covert CT Rel.
Personal Total r= .33 .05

(1) Males perceived final Instr. Com. was signif.
related to both Personal and Professional
CT Relationship.
” (2) TFemales perceived final Instr. Com. was not
signif. related to the CT Dyad Relationship
c. Teaching Anxiety was ‘Neg. related to Covert Dyad
' Relationship . )
Personal CT Rel. , r=-.45 .01
. Profess. CT Rel. r=~,38 .05
d. Professional Disagree & Personal Tension Restric-
tion in the Overt Relationship was positively
related for Females Only. , r= .60 .01




-

6. ST/CT Dyad Relations and Qutcome: Satisfaction, Learﬁing, Modeling
a. Overt Relationsnip & Qutcome: Satisfaction

Tension B =.,31 .01
Restriction r=-.51 .01
Careful Speaking =-,63 .001
Professional Disagree =-,50 .01
b. Overt Relationship & Qutcome: Learning N
Careful speaking =-, 33 .05
Professional Disagree r=-,32 .05
c. Overt Relationship & Outcome: Modeling
£ a Tension . o =-.33 .05
Restriction =-,33 .05
Careful Speaking r=-.44 .01
d. Covert Relationship & Qutcome: Satisfaction
Personal Rel. ‘r= .65 .001
Professional Rel. r= ,65 .001
e.. Covert Relationship & Qutcome: Learning
Personal Rel. r= .34 .05
Professional Rel. r= .30 .05
f. Covert Relationship & Qutcome: Modeling
Personal Rel. r= .39 .01
Professional Rel. r= .46 .01

Higher correlations were fouﬁd for females between the ST/CT dyad
"relationship and outcomes. The dyad relationship is significantly more
related to outcome: satisfaction and modeling for females than for males.

c
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Sex Differences Between Male and Female Physical Education Student Teachers

ke

t
Statistic

Inventory

Broverman
Personal
Competence
Cluster

Items:
Competitive

* Feelings hurt
Never cries
Agressive
Think men
are superior

.Warmth Cluster

Items:

V. Gentle

Awvare of

Others Feelings

Instructional

Competence -
Before
After

“

Teaching
Anxiety

Outcome:
Satisfaction
Learning
Modeling
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One Way Analysis of Variance of Sex Differences Based on the Sex Match
in the S.T./C.T. Dyad and Outcome: Satisfaction

Results Continued

19

3

Satisfaction & Learning

Source of . .
Variation S.S. df M.S. F p
CT Sex Match 22.57 5 4.51 3.11°, .01
Sex ST €3.93 44 1.45
Total 8?.50 49 *~

W

One Way Analysis of Variance of Sex Differences Based on the Sex Match in
the S.T./C.T. Dyad and Outcome:

%

Source of .
Variation S.S. df M.S. F P
- CT Sex Match- 13.43 5 2.69 3.34 .01
R Sex ST N 35.36 44 . 804 -
Total 48.78 49




Summary of Interview Data

Interview data relate to the meanings behind the ratings given on
the questionnaires. Relationships between personal, professional factors
and outcomes do not appear to be as strong as relationships between

the cooperating teacher student teacher dyad and outcome satisfactions.

Learning a lot and being overall satisfied are related in meanipg as
perceived by the physical education stugent teachers.
Student teachers highly valued the practical real life teaching
situation and,‘zherefore, many are "Very, very satisfied" with the
field experience. This apPlieé to both males and femaleg; however,
males' appeared to be more satisfied. Nearly 80% of the females interviewed ;

and 90% of the males interviewed felt satisfied and also felt that they had

learned'a lot. When student teachers were satisfied with this experience,

they generally gave credit to the cooperating teacher.

P

#3 "I'm fantastically satisfied...My CT forced me to search
myself out. It gave me a great deal of confidence."

#10 "I thought it was a great-experieriCe mainly because of my
CcT."

#22  "Combining both (elémentaf} and secondary), I'm very satisfied!
I have learned a greav deal. The experience is helpful for
all who plan to teach."

Yet student teaching is qah a totally rewarding experience for all

- -

student teachers, even though increased Sgiébna&aprofessional competence !

and positive cooperating dyad relationships do exist. Discipline problems

»

with students, negative relationships with some cooperating teache;é

and feelings of exploitation were reported.

I




Negative S.T./C.T. dyad relationships pointed to a lack of communication

within the dyad and inadequate attention to interpersonal processes

as indicated by these comments. -

Female ) .
#2 "My C.T. got tired of me knowing and telling him. I got tired of

him not knowing. Soon I just quieted down and everything got
back to normal.™ -

H

Female

##6 'l was negative about being there. I kept talking about my first
(S5:T.) experience. Once when the C.T. believed a2 kid in the class
instead of me, this made me hurt."

Male ' .
#16 'There wasn't a real open line of communciation at first."

.

Male

i#18 "Secondary is different! It wasn't very satisfying! I was either

. assisting or doing what the C.T. did not want to do. C.T. and I
are not the same kind of people. The C.T. and I did not communicate...
He was prejudiced.”

Female

#9 "My relationship is vague-tense. I don't know if the C.T. is pleased
with what I am doing." ’




Aruitoxt provided by Eic:
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Implications for Teacher Training -1

Teacher training nrograms may benefit from research that takes

a look at some interrelated personal and professional factors, e.g.,

-

CMT:/S.T. dyad relationships and outcomes of the student teaching

experience as opbosed to viewing isolated components of the prcgram.
Some, teacher training pfogramé now focus predominantly on either behavior
observation, group dynamics, or competency based approaches. Findings

from the present study suggest and address the concept of a more holistic

_.approach for teacher education programs., Implications from this research

s&ggest increased attention to tFaining in inte;personal skills for
both the student teacher and cooperating teacuer, more emphasis on the
dyad relationship, personal awareness training, as well as awareness
in overcoming sex role stereotypes. The personal competence of the student ,
teacher appears to have been increased from the experience of student
teachi?g. Consequently, a dual relationship between personal competence
and the outcomes of student teaching may be evident. Personal competence
of the student teacner is significantly related to oufqomé: satisfaction.
P
However, as noted in the interviews, th. process of student teaching is
also contributing to the personal competence of physical education
_ student teachers. As one male stated, "It made me more mature."
Similarly, a female commented, "EE gave me a great deal of confidence.
LIRS .
I have become much more aware,, seif assuréﬁ, capable, and can handle -

almost snything now."

FRIC I -
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Hampton-Michigan Project Personal Assessment

One of my goals as a research training fellow of this project
was to increase my own research confidence and research competence, as well
as to interé&t with project participants who are actively involved in

the process of doing quality research. Through the project I feel that

)
I have reached those goals. My major goal, however, is completion of °

the dissertation. To this end I continue to write, rewrite, and to work

with my data and related literature. I have aspirations of completing the

dissertation by the end of the 1980 school year. At the present time,
1 aléo have plans of submitting my study for presentation in the spring at
the AERA Conference on Social Context to be held in Virginia.

I am grateful for this opportunity to have gained such valuable

research involvement, and I thank all of you who made it possible.

At

[A\)
paad
R




ED213715

Academic Curriculum and Clinical Practicum —
Prcblems and Proposed Solutions in the

Department of Commnication-Disordars

Hampton Institute

(Final Report)

Doris S. Jarvis

|

- |

June 2, 1980 Deagelia M. Pefia > ,
Ella M. Bowen

For the Joint Michigan-Hampton Project,
Professors Betty M. Morrison and
Wilbert J. McKeachie, project ‘directors, =
The University of Michigan,
Ann Arbor, Michigan




SECTICN 'PAGE
INTRODUCTION & & 4 v v v v o v o o o o o o o o o o o o o o o o o o e o 1
BACKGROUND OF THE STUDY . . « + o o o o o . . . . e e e e .2
THE PROBIEM « © + v ¢ ¢ v ¢ o o + & . e e e e e e e e e s s e e e e e e e e 4

T EXPIANATION OF TERMS & & ¢ & o o o o o o o o o o o o o o o o o o 2 e v o o o o 5
NETHOD « ¢ ¢ ¢ v % ¢ o o o o & O e e e e s e s e e e s s e s e e e e e e e 6

" The SUBJECES » + v 4 v e e e e e e e e e e e e e e e e e e e 6
Data Collection . . . < . . . . . . S e e e e e e e s € s e e e s e e e e e . )

The Site DESCTiPhit « v v v v v v vt v v e e e e e e e e e e e e e e 8
Nature of the SEUAY + . v v v v v v v v v v v v e e e e e e e e e e g
Dat2 ANAlySiS .« v ¢ v 4 v 4ot b ere h e e e e e e e e e e e e e e ..., / 8
RESUETS « o v v o o o o v v v v u e e e e e e e e e e e e e e . 10
Responses to the Questionnaires . . . . . . ¢ & ¢ v v 0 v v b b b e e e .. I\ . 10

Problems and SOIUtIONS &« v & v v v 4 v e et e e e e e e e e e e e .. 10

Evpectations of Self « « . . . . . . . . . e e e e e e \.oaz

Expectations of the Clinicians . . . . . . e e e e e e e e \\

Expectations of College Superv:.sors .. ."‘,. ................ y. 13

Skills . . v v v v v v v e ... P T e e e e e .18

Entry Skills . . . . . . ... . B L. 1

Skills Assessment . . . . . . . . . e e e 15

Exit Skills . & v ¢ v ¢ v et e e e e e e e e e a e e e e e e e e e e e e 18

Evaluation of Practicum Performance . . . . . e e e e e e s e e e e e e e e 18

Respondents' Characteristics .. ew o o o o o o . . .. e e 21

Student Attitudes Toward che Clinician and Practicum . . + « « + v v o o o . . 25

Inplications for Canpetency-Based Education . . . . . . . S e e e e e e ) | -
» : ) 7 -~

APPENDIX I INSTRIMENTS . . . . . . . . e e e e e e e V32
A.—Lntervieruestionnaires‘..-....................././f33 ‘
B - Internality-Externality Measures . . . .. .. ... ........... 40 |
C -~ Actitude Toward Clinicians and Practicum e e e e e e e e e 44 |
D - FKigiditv and Concern for Status . . . . . . . . v v b e e e e et e e . . 53 |

APPENDIY IT EVALUATION OF THE BROJECT . « « « . + . . . e e .. 57

(ADDENDUM)




'LIST OF TABIES

TABLE I - Data Collection INSEYUMENES & v v v v o o & & & o o ¢ o o o o o o o o .
TABLE II - Responses an Problems & . . . o v v 0 v v v 00 PRI PP
TABLE III - R2SpOoNSeS o SOLULiONS « oo v & o o o o o v o o e e e e e e
TABLE IV - Responses on Expectations of Self . . . . . . . . . e a e e e s e e
TABLE V - Responses on Expectations of the Clinician .
TABLE VI - Responses can Expectations of the College Supervisor . . . . . . . . . 14
TABILE VIT - Responses on Entxy SKills & & . . ¢ v v v 6 v v o ¢ o o o o o o o » 16
TABLE VIII - Responses on Skills Assessment - Most Efficient In . . . . . e 17
TABLE I¥ - Respanses on SKills Assessment -~ Most Deficient In . . . . . ... 18
TABLE ¥ - ResponseS on EXit SKAlIS « v v v v v v v o v v v v v e e e e e e .. 20
. TABLE XI - Perception of Performance of Students . . . . . ¢ v v v o v v v o .. 21
" TABLE XIT - Students' Scores on RAGIditY . « < v o v o v o o m v e e e e 22
TABLE XIII - College Supervisors and Supervising Clinicirns Scores on Rigidity . 24
TABLE XIV - Pre and Post Test Item Correlations . . . . .. e e e e e e e e . 26
- .
I

ERIC <13 | -




Academic Curriculum and Clinical Practicum—
Prablems and Proposed Solutions in the.
Department of Communication Disorders

Hampton Institute <

I3

. INTRODUCTION

The study was prompted by an increasing awareness of the problems arising
fram a program where practiéal training in a clinical eanvirorment was an essentiai
carpanent of the program—Speech and Audiology in the Department of Speech
Correction at Hampton Institte, Hampton, Virginia. The study was conducted by a
team! of three professionals in the fielc}s of (1) speech and audiology, (2) com-
petency b{ased education, and (3) aeduc:atiox'xal reseaéch and evaluation.

Hampton Institute? is a privately endowed, non-sectarian, co-educational
college. Its current students come from 35 states and 10 foreign coun-
tries. The campus is cne of the nost picturesque in the South. Its 201
acres of waterfront property accomodate 150 buildings. Founded in 1868,
the Institute looks back to more ‘than a century of outstanding contribu-
tions in higher education. It now has the buildings, the equipment, the
faculty, and the administrative leadership to meet the ever~-changing
challenges of its second century. Challque as a form of motivation is
always present in a student's life at Hampton. A student's mind is stim-
ulated and seasoned by contact with scholars, and skills are sharpened
by learning to use the most modern tools available anywhere. At press:t,
. Hanpton Institute offers one graduate degree, the Master of Arts. This -
may be earned in administration and supervision, cammmication disorders,
elementary education, French, guidance, nursing, and secondary education
including mathematics, natural science, and social science.

The approach used by the team was first to understand the problems as per-
ceived by the college sui:ervisors, the supervising clinicians, and the student
clinicians, by placing the problems in perspective--each in relation with the
others as well as with personal characteristics and attitudes; and second, to

draw’ inferences that may lead to the solutions of those problems.

<

lThis team was one of the triads and dyads organized under the project "Joint
Hampton and Michigan Program for Training Minority and Wamen Researchers" directed
by Professors Betty Mae Morrison and Wilburt McKeachie of The University of Michi-
gan. The project was funded by The National: Institute 6f Education throucm its )
BExperimental Program for Opportunities in Advanced Studv and Research in Education.

Hampton Institute, 1978 Peterson's Guides, Princeton, New Jersey 08540.

Q
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BACKGROUND OF THe STUDY

For a number of years, related literature has been replete with the dis-
cussion of problems and the emulation of the praéti:cmn part of the curriculum.
Conferences on the subject of graduate education in the field and continual
efforts to up—grade hoth academic and clinical standards document the concern.
"These continuing attempts to reevaluate educaticon and, to provide better educated
and more campetent clinical perscnnel seem to have their greatest effect on those
_ persons in ooileges .and wniversities who shoulder respansibility for planning
curricula... The questioning of current curricula and experimentation with them
are most necessary if the profession is to remain vital and growing." (3:3?-40)

In 1970, during the organizational meeting of the Council of Collegn»and \
University Supervisors of Practicum in the Schools,the general consensus was: A
(1) the school practicum is a vital part of prograns that train students to Be<
come Speech pathologists, (2) there are problems in school practicum wluch have
received little attent::.on in most training programs; and (3) there has been
little or no attempr to solve these problems. In an effort to get needed infor-
mation about the status of school practicum programs, the Council conducted a
survey. Questionnaires were sent to 257 universities that offered training pro-
grams in speech pathology and audiology with 144 returning questionnaires. Of
the 144 responding wuniversities, 33% had plans for making changes in their pfo—
grams related to preparing‘clinicians for the schools. A nunber of these with
no séecific plans expressed strong desire for \change (e.g. "if we only ocould!").
Artbng the projec’ted changes were more time for supervision of school practj:m n,
adding courses‘ on management of public school programs, more diagnostic practi-
cum, more cbservation by students in the schools prior to scnool practicum,
2xperience in the schools in the junior year, deletion of soné education courses,

and changes in grading.

22y




¥

—A—/l

Intérestingly, the structure and methods of school practicum in spee
pathology and audiology have closely follcwed‘ the original model of student teach-
ing as conducted in general education. Recently new models in student teaching
and innovative programs have proliferated. _However, according to this st@; the
early model is still being used in speech pathology aﬁd audiology with minor

variations. (1:60~65)

In 1974 Kaplan (2:329) reported that since 1959, the A.S.H.A. Reports—the

official publication of the American Speech and Hearing Association——has pub-

___—-——/

lished approximately 50 articles related to'the problems-ef-ciifiical trauung
. A e
Despite this concern for practicum problems, “she indicates, there is a paucity

of formal research in this area.

In the early 19.‘":0'5 the Department of Speech Correction was instituted mak—
ing Hampton Institute the first predcirﬁ.pantly_ Black institutfon offering a
degréde in the area of Speech Patfiology. Through the years the enroliment grew
and the demands for the~ department gradually changed. At the same time &1anges
were’ taking pl'?\ce in the profession itself. Apco@tability for services fram
practicing clinicians became a force to deal with. Public échooi cliniians
had to write educatiocnal plans for their clients, and parents could questzi.cn their

effectiveness if the expected progress for a client did not materialize.
: i)

During the late fifties and the s:.xt.les students frqn the department were
easily and regularly placed in facilities in the cammnity for clinical practi m.
During the seventies the number of prof‘essional speech-language clinicians began
to decrease, making placements in public schools difficult, erratic, and uncertain.
The supervising clinicians gquesticned the \preparation of the students,while the
students e.pressed concern about the expectations of the college supervisors.'

2

Various efforts were made to imorove conditions. A workshop on supervision was
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held, changes in practicum procedures were made as well as adjustments in curricu-
lun. A Clinician's Handbock was prepared, annual meetings with the suéervising
clinicians werz held, but still th'e\flurry of camplaints continued. In an effort
to investigate the problem in depth, and to cbtain data that might be linked to

solutions this research project was undertaken.

THE PROBLEM

_ Before the study began, it was an accepted fact that problems did exist in

A

the practicum part of the speech pathology and audiology program, and most prob-
ably also in the academic cwrriculum as it related to clinical practice. The
basic problem, however, is the failure in past attempts to identify these problems

so that solutims with a good chance of success may be tried.

In oﬁer to provide an initial direction for this research, the team dis-
.cussed in depth possible explanations to bypothetical prablems. An outcame of
this dialogue is aQ list of gquestions which guided the team in designing the
research and analysis of data. e

1) what are the problems as perceived by the students?
By their college supervisors? By the supervising
c*linici;ms?

2) Are the perceptions of the practicum and its prob-
lems by three groups similar or different?

3) How do similarities and/or differences in vercertions
relate to perceived problems?

4) Are there attitudes and characteristics-that related
significantly to the problems? and prospective solutions?

S) Would the process »f collecting information facilitate

cooperation in resolving concerns?

6) Wnat are the three most serious problems stated by the

respondents?

7) what are the most-likely effective solutions as inferred

from data?

222 B




EXPLANATION OF TERMS
The following terms are used constantly throughout this report:
Speech ’Iherany Practicum

or Practicum:
The speech therapy :wacticum takes place in public and privat~ elemen-

tary and/or secondary schools, hospital settings with rehabilitation
wards, training centers for the mentally retarded, and State schools
for the hearing impaired. For brevity the word practicum will mean
speech therapy pract;:icmn. A

Student Clinician
or Student:

The student clinician'is a senior or graduate level student in the

Department of Cammmication pisorders who is placed in a facility
that offers speech-language remediation for children or adults and
plans and executas therapy with those persons needing it—while un-
der direct supervision of a professional Speech-Language clinician
(supervising clinician). For brevifty the word student will mean
student clji.nician.

_Sugenn.smi Clinician

or Clinician: ,
The supervising clinician is a prefessional clinician who renders

direct supervision of a student clinician who is assigned to his/

hér facility. Clinicians are certified and licensed b};’eithe.r the
State Board of Education or the American Speech and Therapy 'Agsoci-
ation in Speech-Language Pathology. For b:;evity the word clinician

will mean supervising clinician.
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! College Supervisor
or Suoerv:.sor

The college supemsor ic a staff member in the Department of Cammu-

nicaticn Disorders who acts as the liaison person for the student
clinician and the supervising clinician. She or he cbserves the stu-
Cant clinician in the facility and attempts to motivate change that

is needed as indicated by the supervising clinician, student clim?.cian

or in his/her own opinion. For brevity the word supervisor will mean
college - supervisor.
METHOD
The Subjects

As a problem-solving study focusing on very few subjects, no sampling was
conducted. The subjects were 11 supervising (practicing) clinicians who
' presently or within the past three years had supervised students from the depart-
ment in a public school, clinic or rehabilitation center. Of the 22 senior
students in the department all data collecting instruments were ;:anplete for 13
of them. The college supervisors were five full-time members of the stéff con-
sisting of the chairman, one audiologist and three speech pathologists/instructors/
super.visors; ‘The total number of subjects was 29.

‘The clini;:iéns were nostly white, with only one male. The college supervisors

and the students were black. There was only one male student.

Data Collection -

A list of "data collection instruments ié found in Table I. The purpose of
adrum.s tering the instruments, to wham they were administered and the dates
administered are also in Table I.

L set of 12 questions was prepared for each group — the supervising clini-
cians, college supervisors ané students. Though the questions were not identic_:a‘l,

thev were equivalent and dealt with the same general subject areas, specifically,
¢

mos: serious problem, suggested solucion, expectations, skills, effort and

criveness. Y . *
E C - ‘
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INSTRUMENT (S)

DATA CCLLBECTION INSTRUMENTS

>

PURPOSE(S)

ADMINISTRATION
WHO/WHEN/WHERE

Status (attitude scales)

dents, clinicians, and oollege super-
visors on the same scale.

Two parts used: Rigidity; Concern for
Status

" nicians and college super-

A. Interview Questionnaire 1. To identify problems as perceived by Interviews of students, clini-
(Primary instrument) students, clinicians, and college super- cians, and college super- -
; visors. viscrs-~oconducted by Bowen,

2. To compare perceptions of students, ﬁwig7gngtP;max?pg;nMg?titl:ite
clinicians, and college supervisors, on ané in practicum settings
problems, solutions, expectations and P gs.

e ckills.,
R. Intemality-Externality 1. To obtain student characteristics, that Administered to students only

Measure (an opinion scale) might relate to problems and their solu- the ‘week before March 13, 1979

B tions. . at Hampton Institute.
C. Attitude toward Clinicians |1, To learn about students' attitudes. toward | Administered to students only;| .
and iia::‘-égum tory) the clinician and practicum situation. during the first week of March|-

13 ] ,

(an attitude inventory 2. To detect possible changes in attitudes of (pm.;’e?t)' :h:ei:)stas:ezk of
students toward ‘the practicum and clini- :prlt p;’i tit £ e _
cians hefore and after the interviews. ampton Institute.

D. Rigidity and Concern for 1. To discover any characteristics of stu- . Administered to student cli--

visors, the week before
March 13, 1979 at Hampton
Institute.

i
o
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The quastionnaire was uséd in the interview of each subject. Each participant
was interviewed individually by one of the team members in an effort to determine
problem areas identified by the three constituencies and to match and compare percep—

tions of the three groups. The Opinion Scale, administered to students only prior

to the interview, was to identify their internal-external characteristics. The

Attitude Inventory also administered to students was used to determine their atti-

tudes toward the clinicians and the practicum situation and to identify changes in

attitudes of students toward the practicum and clinicians. The Attitude Scale,

catféleted by all participants, was to identify certzsin individual characteristics.

The Site Description . : . -
The Speech Therapy Practicum took place in-pubiic and/or private elenmtar}

and seccondary schools, hospital setting with rehabilitation wards, training centers
for tne mentally retarded, and state schools for the hearing impaired. Students

in these praf:ticum settings might be involved in individual and/cr small group
therapy. Varioug types of problems were encountered in these settings, e.g.; h
speech and/or language difficulties with subjects ranging fram preschool children
to adult, '

Naiure of the Study
' The research conducted was not one of hypothesis testing, experimental type

of study. It is an investigatory study, focusing on problems to be solved, and
‘'solutions o'ffered by respondents implied from the analysis of data. It was ex-

"pected that the outcome of the study would be useful to the subjects in the

14

study, when planning and maintaining a viafe, successful practicum program.

" Data Analysis v
Tne major source of data was the respcnses to the guestionnaire. Perceptions

o

of the three groups of respondents were compared. When all three groups had con-

sensus, the response was highlighted as the most probable response to the questions; and
when differences were observed, possible interprecations that have implications for

»
oacblems and solutions were explored.

, 227
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‘ Response catego::ies were weighed as proportions 'of the total number of
responses. " _ .
| Tﬁe other instz;mrients on attitudes and characteristics were administered in
order to learn more about the subjects, so that the dicect response to the ques-
ticnnaire micht be viewed in better perspectlve It was also intended to associate
individual responses with attitudes and characteristics. Time did not permit us
to analyze the data in this fashion. However these data - on d’laractefistics

and attitudes are also presented under RESULTS, and they are analyzed m a different

manner. Analysis that was left out was mentioned in that section.

By N

oo
OO
(9K
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RESULTS

Respanses to the 'Questionnai.re

The questims‘my grouped into three categories; namely: (1) Prcblems and
Solutians, (2) Expectatir » (3) Skills. This section will discuss the results
under each category. 1

: 1

Prcblems and Solutions

Table II shows the distribution of responses on broblems over eight categories,
TABIE IT Responses On Problems By Response Category
and By Respondent Category

Question 1. What do you think is the most. serious problem(s) you have
with respect to your role as a clm1c1an/col.ege superv;sor/student’

_— | Responses! by
College
Response Category Clinician Supervisor . Student-
‘N=11 ‘N=5 N=13
1. In-depth preparation ) ) 7 (14) - 0 18 (19)
2. lack of opportunity for application 13 (25) 3 (20) 21. (22)
3. Interpersonal rel. -- racial, social, prof.'l 2 6 (40) 15
4. Difference in expectations 6 2 7
5. Lack of knowledge about prof.'l reguirements, 1 0 6
respansibilities, opportunities -~ *
6. Course overload v 1 1 8
7. Lack of self-confidence 4 1 3
8. Lack of necgssary skills: 17 (33) 2 17 (18)
Subtotal all categories above 51 (100%) 15 (100%) 35 (100%,
9. Other®, e.g. client manageqrent 21 17 | 12
Total number of responses . 72 32 . 107

'by the three groups of respondeﬁts -- clinicians, supervisors and students. Two

problem categories stand out as the rnost serious problem: -

!Entries under responses are: the number of responses -- not necessarily equal to
the number of respondents. The open ended questions permitted multiple responses;
the murber in parenthose_ is the response weight based on percent of total responses
under specm.lc categories; weights are shown cnly for the highest three.

“St.btc;a’ of categories with two or more total responses; i.e. excluding "oth..r" .
category; this is the total on whlch the percent welgnt by category was “based. °

3:”-ner" - Respanse mentioned c,»nlv once was placed under this category.

i
f
¢
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- (1) Lack of opportunity for application, and
(2) Lack of necessary skills.

Lack of opoortunity for application is a clear consensus from all thre: groups —

édxieving the greatest weiight from clinicians' and students' responses, and rank-

ing second améng the college supervisor's responses. Lack of necessary skills

ranks closely with lack of application, in total weight, but consehsus is not as
- strong.
It 'is interesting to note that the college supervisors' responses weighed most

on interperscnal relationships. In assessing the problems it is important to note

the fact that clinicians' and_“ supervisors' responses did not place this category in
the top three, vhile college supervisors did.
Solutions are narrowed down to two categories — more opportunity for appli-

cation, rated highest from clinicians' and students' responses, and change in practi-

cum and suoervisory practices, rated highest fram clinicians' and supervisors' respcnses

See Table III. ' -

Table IIT Responses On Solutions By Response Category
and By Respondent Category

Question 2. Do you have any suggestn.ons as to how these problems can be
\ !

~-solved?
|
\\ ‘ Reépcnses by
N College
Response Category o ~ Clinician Supervisor Student
N=11 N=5 . N=13
1. Increased in-éepth préapa.ration 5 (14) - 0 14 (25)
2. More opportunity for épphcatmn 14 (40) 4 ' le (28)
3. Change in practicum & upervisory practices 8 (23) 7 (30) 7
4. Earlier knowledge about, requirements 1 0 7
5. Additional staff 1 5 (22) 0
6.” Better initial orientation 4 0 3 )
7. Reduce course load; change curriculum 2 7 _(30) 10 (18) *
Subtotal all categories above 35 (100%) 23 (100%) 57 (100%)
g. Other 3 6 4 "
Total number of responses 38 29 . 61
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Solutions to problems may be more effectively sought, by being aware, not
cnly of different perceptions of problems and solutians, but also of varying ex-
pectations of self and of a significant other.

Expectations of Self. There were three levels of expectations of self -

by the clinicians and the supervisors. ° (1) professional growth, (2) serving as

model to students or directing them, and (3) teaching/serving students. See Table IV.

°

Table IV  Responses on Expectations or Benefits to Self By
Response Category and By?espmdent‘Cate_gory

B

Question 3 (Clinician): With regards to the practicum program with
Hanpton Institute, what fdo you expect to get out of it for yourself?

Question 3 {(College superv:.sor) - What benefit do you get from your\work
as colleys supervisor (in working with students and superv:.s:.ng

‘clinicians)?‘
College
Response Category . Clinician Supervisor
N=11 N=5
1. Profess: onal grawth/development 3 3
2. Serve/teach students; like people, loves field 11 7
3. Serve as mdel to students, guide, direct, - 4 6
support .
Subtotal - 18 16
4, cther, e.g. serve client 3 2

On this gquestion, supervisors and clinicians expect similar things for themselves:

serve an¢ teach students. Both expressed a sense of altruism, giving professional
growth the lightest weight.

Expectations of the Clinicians. What are the students' and supervisors'

expectation of the clinician? What do the clinicians think of the students' expec-

tation OF them? Only two response categories evolved: (1) student-centered or

indirect teaching behavior and (2) clinician-centered or direct teaching behavior.
Q
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Table V  Responses on Expectation-of the Clinician
By Respanse and By Respondent Category

Question 4b_ (Clinician): What do you think is the students' expectation
of you?

Question 5a (College supervisor): What are your expectations of the super-
vising clinicians to whom the student clinicians are sent?

Question 4a (Student): What are your expectations of the clinicians?

Page 13

by
' College
Respanse Category Clinician Supervisor Student
' (Q4b:) (Q5a.) (Q4a.)
N=11 N=5 N=13
1. Student Centered: (Indirect approach) e.g.‘live up to
wvhat students expect; be easy with them; let students ‘
deciGe; understand students 4 (31) 3 (20} 13 (28)
2. Clinician Centered: (Direct approach) e.g. direct
students; be model; help in plans, goals; develop :
students' skills 9 (69) 12 (80) 33 (71)
Subtotal ‘ 137 (100%) 15 (100%)
3. Other; e.g. interact with other professionals; 5 0 1
be professional ' . .
Total number of; responses 18 15 47

All three groups (6\9% to 80%) expect the clinicians to direct

students (direct approach), be models, help in planning and formulating goals, and

develop student skills. The clinicians perceived correctly that this set of be-
haviors is expected of. “hem by the students. A smaller proportion of responses
(20% to 31%) were student centered — on indirect behavior such as "live up to

what students expect", "be easy with them", "let students decide", "understand
" students." o

1y i

Expectations of College Supervisors.

It is interesting to note in Table VI that responses to the guestion on
expéctations ,Of the supervisor mav be classified into categories of interaction --
fram a ﬁigh level (all three groups involved) to a low level (separate independent

activities) of interaction. This is one guestion where consensus was missing.

Q
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Table VI Responses On Expectations of the College Stpervisor
By Response Category and By Respondent Category

Question 5a (Clinician): What are your expectations of the college super-
visor who sends students to you? .

Questlon 5b (College supervisor): What do you think the supervising
clinician ‘expects of you? N ;

Question Sa (Students): What are your expectations of the college supervisor?

7

Responses by
» . . College .
Response Category : : Clinician _ Supervisor  Student
' N=11 N=15 N=12
Expect lnteractlon ameng all three - 4 (16) ‘ 0 0
V2. Interaction between clinician and supe.rmsor,
e.g. more contact with supervisor; g:Lve feed- . '
back to clinician 10 (40) 0 S ¢
3. Superi:sor/clinician_have separate, independent
notes; e.g. college supervisor is the "magic ’ . :
lagy" | . ‘ 6 ‘(24) 5 (83) 3 (9)
4. Supervisor works on student; acts as liaison ' ' .
between student and clinician; helps students 5 (20) .1 @17 30 (91).
Subtotal 25 (100%) 6 (100%) 33 (100%
5. Other; no prablem with supervisor; prov1de 0 : 3 6
more pract:.cal exper:.ence :
Total number of respanses ) 25 s - 39
: . . . o
However, these differences of Lopinions ma.ke sense. ®
(l) The studen‘f:s (91% of responses) expect a high degree of supervision or .

. direction from their oollege supervisors ~— revealing a high degree of dependenoe,

with a low level of interaction. Here are sample responses:.

. . If I'm on the wrong track, she can set me stralght
* . If you are having problems, the college supervisor should
be able to glve assistance. .

- Let you know when what you are doing is *‘mht or wrong.

- Be there if vou had a problem with the cl:.n1c1ans

- Be thers to observe what you are doing.

- College supervisor is go-between; mediator.

233
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(2) The College Supervisor (83%; of responses) thinks the clinician views her/

him as one with an independent and separate role from the supervising clinician,
reflecting no perception of need for any interaction (very low level of interaction);
we note, ‘however, that three of the five supervisors did not respond to the question.

?

Sample 'responses are:

~

- There is no need to get together as two or
’ ' ' three to discuss practicum.

- Expect more direction from Bampton.
(3) The Cl:m:.c:.ans pomt to the need of interaction between them and the college
ksuperv:tsors, and to saome extent, interaction among all three (40 + 16 = 56% of
‘ responses) , vhile recognizing (24%) the ,mdependence and separateness expressed by
'the ool%ege supervisor. ’

———

Skills.
. What skills must students have before entering the practicum? In '

wh:.ch skills are students most efficient? most def1c1ent’> what are these skills
A students are expected to have acquired before leaving the practicum? These ques-
: tions were answered by the clinicians, suoervisors anE students.
Entry Skills. Clinicians and students agree that testing skills

and therapy skills are entry skills. See Tabi.e VII. Testing skills include know-
ledge of tests, test ac'mﬁnistration, sooring, selection, names of tests. These
are two of the skills directly associated with pracl:icur.n.' Other specific skills E
mentioned with less weight were speech and language skills and diagnostic skills.
There were also general skills mentiocned. In this area, i tegg—

sonal skills and management ranked highest from students' and clinicians' responses;

but interpersonal skills ranked first for students follawed by management, with the
reverse being the case for clinicians. '

Nanager&nt skills inc¢lude writing lesson plans, planning programs,
data keeping, and knowing goals and object_lves

Skills Assessment. All three grouos were asked about skills in which

students were most efficient, and skills in which they were most déficient. See

) . .
\ o
O es VIII ancé IX.
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Table VII  Responses o Entry Skills by Response Category
and Respondent Category

A

Question 6 (Clinician): Are there certain skills students must have before
camning to you? If so, what are these skills?

Question 6 (Student): Are there certain skills you feel you should have before
entering the practicum?

. " . Responses by A
Response Category 2 Clinician Student

\. Skills directly associated with
Eract.lcum
1. Testing skills. -- including kncwledge

of: tests, test admin., scoring, selec-
tion, names of tests

2. Therapy Skills

. Speech & Language Skills
Articdlation, language, stuttering
and voice” experience, sound discrimi-
nation, recog. of speech & language
- probléms, auditory -listening skills (24) 7 (15)
N s
4. Diagnostic Skills (12) 1 (2)

Q¢

5. Other Skills in {a) — Kiowledge of
- literature in the field, recognizing o
problem, interpret information (9) 6 (13)

Subtotal A : o _ (1008) , 46 (100%)

B. General Skills

6. -Interpersonal relationship with
teachers, clients, racial .concems

7. Profevslonallsm in conduct, dress

Management write lesson plans,

conferences, plan programs, data keep-

ing, develop approaches to fluency;

know goals, cbjectives 9 (48) 8 (29)

~ 9. Other General Skills — writing, con- ,
. ceptualization, research, library,
other communication . 5 (26) 8 (28)

.~ Subtotal B ~ T 19 (160%) 28 {100%)
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Table VIII Responses On Skills Assessment -~ Most Effficient in —-
Bv Response Category and By Respondent Category

-,

Questian 7. (ClinlCJ.al:l) What skills do you find the practicum students
and supervisors to be efficient in? -

' Question 7 (St udent) What skills do you feel you are most efficient in?

Respanses by
.o . ; College
Response Category Clinician* Supervisor Student **
. N=11, N=5 N=13
A. Skills directly associated with
practicum
1. Testing Skills —— including knowledge
L of tests, test admin., scoring, selec- .
tion, names of tests. 0 0 - 5
I *2. Therapy Skills : - 3 1 5
3. 'Speech"& Language Skills
Articulation, language, stutterine~
and voice experience, sound discrami-
nation, reccg. of speech & language
. praoblems, auditory listening skills 1 2 4
. 4. Diagnostic Skills 0 0 1
5. Other Skills in (A) —- Knowledge of
literature in the field, recognizing
problem, interpret information 1 1 2
Subtotal A ‘ -5 - "4 17
B. General Skills o ) .
6. Interpersonal relationship with
teachers, clients, racial concerns 0 - 1l 2
‘7. Professicnalism in conduct, dress 1 0 2
. 8. Management —- write lesson plans, «
' conferences, plan progrems, data keep-
ing, develop approaches “o fluency;
know goals, objectives_ . 1 3 . -1
9. Other General Skills -- writing, con- ’
ceptualization, research, library, -~ . .
. other commnication 1 1

(9)]

Subtotal B °

- " 1 <
*Five clinicians and one college superv:.sor did not answer this question.
**Tw- students answsred "should be" efficient in...; threg gave skills acquired in
O “lrst semester; two cud not answer the question.

~ ¥
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Table IX Responses On Skills Assessment — Most Deficient in —
By Respanse Category and By kespondent Category

Q.lestlon 8 (Clinician & SmJervn.sor) What skills do ‘you find the practicum
student most deficient in? '

. Question- 8 (Student): Are there any skills you feel you are deficient in?

i ' Responses by
- : College
_ Response Category Clinician Supervisor Student*
N=11 N=5 N=13

A. Skills directly assomated w:.th

. practicum
" 1. Testing Skills -~ mcludmg knowledge
" of tests, test admin., scoring, selec-
tin, names of tests 0 0 9 (28)

[N

2. Therapy Skills (17) 11 (69) - 1(3)

3. Speech & Language Skills
JArticulation, language, stutterirna
and voice experience, sound discrimi-
nation, recog. of speech & language - ’
problems, awditory listening skills 6 (50) 0 11 (35)«

4. Diagnostic Skills ' 0 ~ 1(3)

5. Other Skills in (A) -- Knowledge of
literature in the field, recognizing
problem, interpret information,- appli- .
application of theory (33) 5 (31) 10 (31)

£

Subtotal A ‘ : 12 (100%). 16 (100%) 32 (100%)
B. General’Skiils '

6. Interpersonal relationship with .
teachers, clients, racial concerns 1 ' 0 . 1

, .7. Professionalsim in 'conduct, dress 0 0

8. ’Management -- write lesson plans, ‘ /’

conferences, plan programs, data keep- : -~
ing, develop approaches to fluency; ) /
know goals, objectives 0 1l 1 /

-~ 9. Other General 3kills -- writing, con- /
" ceptualization, researcn, llbra.ry, /
other commmication _ 3 0 -
4 1 i 3/

- Subtotal B _
-_— . . )

<>

’ L4 - « . /e
o ™wo students answered "ean't tell.” One answered "none" -- no deficiency s/he is

[ KC mstantly mrovmg | o 2 3 v

v




Campared to questions on ehtry skills, response to the questions on assessment

were too few to evaluate either the weights.derived or the differences in perception.

_ Thus, on the whole, therapy skills followed by :speech and language skills were
fwo areas students were met_ efficient in. s
The same two categories -—"speech and language skills (firet) and therapy

skills .(second) were skills studentswere most deficient in. -
 Table IX shows there were skills that carmej:‘be placed in specific categories,
but together, under "other skills" were nmtioned with high rates of respmnse (31
to 33%) by all three groups. These are krmiedge of literature, recognizing
problems, interpreting J.nformatlon and appllcatlon of therapy.
" Attention then should be focused on speech and language skills such as artic-
ulation, stuttering, "voice experience", sound, dlscrn.mmatlm, recognition of

speech and lapguage problems and auditory listéning skills.

~

Exit Skills. Table X is a distribution of responses on exit skills.

The weight of responses for the specific skills (section A of Table X) were on

therapy skills and testing skills. Under general skills, management has the high-

est weight. \

-

On the whole, the categories and.exanpiles in Tables VII t;u:'ough X
. sheuld sex:&'_e as a checklist for skills assessmént befotre entry to, during, and before
eJLit from , practicum. There seems to be a need for establishing criteria alang
i:hese, categories for the 'three digférent times that these skills should be assessed.

Evaluation of Practicum Performance.

Wneh: aske¢ how they would- evaluate student practicum performance,
students and clinicians were in close agreem#nt; clinicians averaged 7.5 from a
ten point scale ("very unsat 1sa.actory" to "highly satisfactory"), and students

averaged 7.7., On the other hand, supervisors_' averagec} only 6.7. See Table XI.

Page 19 _



Table X  Responses On Exit Skills By Response Category Page 20
' ; and By kaspondent Category
estion 9 (Clinician & Supervisor): What are those skills which you
expect stuaauts to have acquired before they leave the practicum?

Question 9 (Student) What skills do you expect to have acquired before
you leave the practicum?

.Responses By
Coll

Lege
Response Category CliNiuicl:ian Supe'rgisor Stucllg;
: ~ ‘ N=5. Ne=

A skills directly associated with-practicum* . Y
1. Testing skills — ircluding knowledge of tests, -
test acmm. , scoring, selectican, names of tests P

2. Theraoy Sk:.lls; ex:.t- sharpen these skills 7 o 2 _ (0

[ V]
e N
w

3. ggeecb & Language Skills = Amaulatlcn, lang-
uage, stuttering and voice experience, sound -

discrimination, récog. of speech' & language
problems, auditory l:.stenmg skills 3 . 1 ’ 1

4. Dlagnostlc Skills; exit: sharpen these skills 4 1 0

5. Other Skills in (A) — anledge of literature
in the field, recognizing problem, irterpret
info.; exit: sharpen above skills; therapy with
clients; evaluation and objectifying behav:.or 4 . 3 3

Subto‘-al A

B. General .skills*

6. Ihtez;personal relationship with teachers, clients, )
racial concems; exit: interact with student and s .
parents 3 1 3

—
-

7. Professionalsim in conduct, dress; exit:- self- . .
evaluation for growth - . . ‘ 2 1 . 5

8. Management — write lesson plans, conduct con-
ferences; plan programs, data keeping, develop
approaches to fluency; know goals, objectives;
exit: sharpen these skills; carry out objectives 8 4 6

9. Other General Skills — writing, conceptualiza-
tion, research, library, other commnication,
adaptability, flexibility; exit: sha.zpen these -
skills 9 o1 3

Subtotzl B - ‘ " - .

. *Wnile categories are similar to those on entry skills, the specific examples following
the woré "exit" were menticned in response to exit skills.

**~~-response = !

239 .
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Table XI Perception of Performance of Students on a Scale of 1-10 - where
"1" is "very wnsatisfactory" and "10" is "highly satisfactory"

. Question 10b: Genefally, how do you evaluate ...
- (students) your average performance? :
- (clinicians) the average performmance of students sent to you?
. (supervisors) the students you have supervised?

. College
Clinician Supervisor Studeqt
i 7.5 6 ' 9 8
5.5 c 6.5 g 8
7.5 : 7.5 ~ 4.5, 8.5
7.0 . " 5.5 6.5
9.0 ’ 8. " 1.5
, 7.5 : 7.5 i
, 5.5 ‘ 8.5
6. ‘ « ) 8.
" 6.5 ) - 7.5
. 8.5 ‘ T 8.5
Mean: 7.5 . 6.7 7.7 , _
- 's.d.: 1.19 1.04 : .15 . -

lArBit:;'a.rily using 7.5 as a minimam pas‘sing grade, clinicians and students
gave the practicém a passingmgrac:ie,w}ﬁ.l; college supervisors didn't., These ratings
are consistent with the extent of needs and problems expressed by the respon'dents.
There is minimmm satisfécto. y performance, and there is room .fo:':: improvement. The
needs to be met fof an improved practicum are c1ea¥1y spelled out in this sectim. )
Attitudes and characteristics of all three groups are important considerations

when planning practicum change.
1 4

Respa'idents ' Characteristics. ’

" In our attempt to maximize information that will lead tc problem solving and

effective changes that have to be made, instruments measuring certain character-

istics were administered. These instruments were described in items B and D of
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Table XII shows individual students' scores on Rigidity, Concern for Status
ané Int emalltv-EbctemalJ.ty The mean scorce, standard deviation, and range

uwnder each J.nstmment are also given.

"Concermn for Status”

Table XII Students' Scores on "Rigidity",

L . and Internality-Externality
Rigidity* Concern for Status Internality-Extemality
(0-41) (10-60) (0-29)

Student (Non rigid-to Rigid) (Hi-Lo Concern) (Tnternal-External)
s-1 . 13 NR : " 29 HIC 41
S-2 21 ' 41 LeC 16

©.8=3 19 . 35 : 14

v S=4 : 24 R S 32 18 E
S-5 : 20 - 33 16
S-6 - - A - . 131
s-7 : 23 R 40 1oC 16
S-8 20 39 IeC 19 E
s-9 26 .R - 49 1&C 22 E
S-11 .. i 24 R 22 HiC 131
S-14 20. ‘ . 36 18 E
s-15 .21 . 24 HiC 16
s-16 - 23 R 18 HIiC 15
S-18 _ 10 NR 42 1cC .18 E

' 8-19 13 MR 36" ’ 16

' §-20 16 NR /27 CHiC 15 ,
§-21 ¢ 24 R 47 1eC 20 E
§-22 27 R - 30 ‘ 15

Meanscoxe ©20.2 34.1 15.8
3.8

.

s.d. 4.8 ‘ 8.6

*Source Perservative Behavior, Manifest Anxiety and Rld.:.glty, Journal in Abnormal

and Social Psychology, 1953 - Vol. 48, p. 129-134.

3
=

s

After each score, the "characteristics" of the student — Rigid (R) or Non-

ng:.d (N=) , Low Concern (LoC) or ngh Concern (HiC) for status, Internal or Ebcternal

are indi.cated. Those scores without labels are those that fall approxi.mately in’

the middle_third of the distribution.

How are these labels obtained? 2 very rough approximation of the two boundaries
X :

£

that separate a distribution into thirds was computed using the mean score and the

M

standard deviation. If the standard deviation is multiplied by .45, then added and

subtracted from the mean, the two boundaries are obtained. Scores falling abovg

\)‘ g ’ o &/.

- 2 )
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the upper boundary were considered to be in the upper third of a similar (normally

distributed) population.
Thus, referring to Table XII, the following camputations were made using the

students' scores: .

(1) Rigidity: = - . A _
Meanscore = 20.2; s.d. = 4.8. ‘ -
4.8 x 4.5 = 2.16 .

Upper boundary = 20.2 + 2.16 = 22.4
Scores above 22 = Rigid

Lower boundary = 20.2 - 2.16 = 18.04
" Scores below 18 = Non Rigid.

Thus, scores are marked accordingly.
(2) Concem for Status: '
-Meanscore = 34.1; s.d. ='8.6
° 8.6 x .45=3.9

Upper bowndary.= 34.1'+ 3.9 = 38.0
* ~ Scores ‘@bove 38 = Lo Concermn
' Lower boundary = 34.1 - 3.9 = 30.2
Scores below 30 = Hi Concem.

(3) Intermality-Externality:

Meauscore = 15.8; s.d. = 3.8 P
3.8x .45=1.71

Upper boundary = 15.8 + 1.7 = 17.5
Scores above 17 = External

Lower boundary = 15.8 -~ 1.7 = 14.1
Scores below 14 = Internal.

Similar computations were made for college ,superv;isors and clinicians an
-Rigidity and Concern for Status, as shown in Table XIII. : v ‘ ’
For supervisors and clinicians, wth happened to have the same mean, 18.8 and
‘standarsl deviation, 5.5, on the Riéidity Scale, the boundaries are:,

Scores above 21
Scores belaw 16

Rigid.
Non rigid.

On the Concern for Status, supervisors with scores below 34 were Hi C's and
those with scores above 38 were Lo C's. Clinicians with scores below 36 were

Hi C's ané those with scores above 41 were lo C's. . -
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— e / )

Table XIII College Supervisors and Supervising Clinician's Scores Co-
. o1 "Rigidity" and "Concern for Status" ‘

r

Rigidity - Concern for Status
{0-41) (10-60) !
(Hi-lo Concern)

_ Subject, (Non 'rigid-to Rigid)

College Supexv:x.sorg « o ]
Cs-1 / ., LM 35
Cs-2 _ 21 42 1oC
Ccs-3 . 17 36
cs-4 ; 26 R 32 HC
Meanscore - 18.8 .736.3
s.d. 5.5° 4,2
Supervising Clinicians .
SC-1 ‘ : 24 R g 38
sCc-2 30 R ) 43 LoC
sCc-3 23 R ' 29 HiC
sc-4 [ ' 9 NR ., 49 IoC” -
- sc-5 | 20 _ 36.
oL sc-6 : 15 NR 36
X - . 8C-7 T 20 ‘ 36 ~
sc-8 1 . 35 HC
8C-9 ., 15 NR - 35 HIC
SCA10 - 17 ‘ 49 LoC
sc-11 - - 18 41
Meanscore - 18.8 : 38.8°
: d. 5.6 5.9

s.d. .

The results showed all means to be close to the midpoint of the range. Thus,

a single descriptive number such as the mean will not have much use in temms of

information. Time does not allow to camplete the analysis originally planned. If

time permitted, individual duaracteristics weuld be associated with perceptions —

6f problems and solutions, and of expectations, in order to see, for example, -

whether a "rigid" individual tends to suggest solutions different from a non-rigid

individual. Comparisons between students and clinicians would lead to hypotheses

that would match the two individuals for an effective practicum experience.

-

Questions such as "do internal students tend to perceive themselves more o

é

successful in the practicum than do external students?" may be answered by analyzing ;

attitude scores and/or attitudinal statements of the internal students, extemal

students, and moderate IE students.

Q

v - 243
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. \
Student Attitudes Toward the Clinician and \
Practicum . N
|

‘ The attltude inventory was "administered to students as a pr e test after cne
_ " month of pract:.cum (first week of March 1979) and after seven more weeks of prac-
.ticum as a post test (last week Of April ‘1979). The practicum tock place betwec:
February 1, and May 1, 1979. Thus, the pre test was given under minimal exposure
to practicam, and the post test under maximum exposure to practicum.
An intercorrelation of the 52 item scores. in the attitude i.nventor}.z, first
for the pre test and se@d for the post test resulted in the following:
(Z_L)‘ 10 item pa:.’rs were significantly correlated in the pre-
aquintheposttest.~; ‘
' (2) One pair o/f items correlated pos:LtJ.vely in the pre-

test and negatlvely in the post test. .
. |

.. (3) Many pa.u‘,s of items were significantly correlated in the pre !

S . |

but not in the post and vice versa. See TABLE XIV. * -
|

1

In the next few p;aragraohs relatlonsmps :urplled by the oorrelatlo;ls w:.ll be
stated in abbreviated /form. The numbers of the items will be preserved so the
reader can easily refer to Appendix I-C for details. The symbol &=—==3 is used
to mean "implies". "C" will stand for clinician and "S" for Student; without
stating it here, the relationsl‘rlp? using the other end of the scale is implied.

Thus in items 1, 3, '/'C s symoathy &> C rarely talks out of tum", also

means "C's lack of svmpathy ¢ talk_.ng out of turn." -

Item Pairs S:Lgnlflcantlv Correlated in
“Pre and Post Tests

. :

Ttem Pair Relationship
1, 3 C's sympathy € C rarely talks out of turn.
2, 24 C sticks to facts &==3 S does extra work.
4, 15 C's idea best & C's ideas influence S. = |
. 5, 25 S doesn't like C C rarely feels satisfied.

" 7, 16 C feels insecure S S rarely involved in therapv.
5, 45 "S doesn't like C C doesn't like practicum. .
8, 13 C doesn't like practicum % S rarely feels satisfied.

(cont'd)

-

“ “11‘1cant at the .05 level. 5
‘.‘ <,

k)




Page 26
Table XIV Pre and Post Test Item Correlations *
on the Attitude Inventory — Attitude
Toward Clinicians and Practicum

Correlated w1th Ttems

<

Item No. Pre Test* Post Test*
1 3. 1, 12, 147, 23,46, 517 2,(3), 9, 227, %, 42
2 ,@), 4 9,@d, 227, 317, 40
3 11, 23, 43 ‘ 57, 77,9, 42°
4 7,0, 24, 48 | @, 30, 39
5 8,@, 32, @® 7, 16, 18@ 277, 337, @),
46, 29 ‘
6 33 o 26, 387, 467, 49~  °
* ! - - . \ . A
7 - @, 26,29, 3¢, 39 8, 10, @, 27, @), 36, 37, 46, -
' - ‘
8 - ©, 16,18 197,252, @, 17, 27, 34, 37, 38, 9
: $36, 45 - ‘ ;o
g - 187, 21, 34, 47 11, 24, 377, 50
4
10 17, 14, 207, 40 : 51, 527

1 ’ @ 147, 23, 287, 51 i @

14~, 23, 41, 46 -

67, 257, @8, 34, 36" 20, 21, 9
14 35," 41" o
.‘15 , © None .': \ 30, 32, 39 | ’ :
16 26,29 v w7, 27, 25,09, 2
17 42, 50 : 217, 277 o . .
18 217, @5, '36, 45 : 197, 237, @ 277, 28, 297, 31

(cont!
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Table XIV cont'd Correlated with Items

19

© Item No. Pre Test - Post Test

19 21, 27, 287, 36°, v, 39, None
45, 48, 49

21 27, 41, 48 - P Nene
22 50 Nene _
23 43, 517 None
24 52 . None
25 .27, 28, 36, 45 None
26 . 297, 38, 497, 527 Nene
27 45, 48— | ‘ Nene \
28 45 . Nene
29 39 , None
32 45~ None

s 33 / 44 « , None
35 07, 47 ‘ None o “
36 45, 49 Nene S
37 38, 40, 49, 50 . Nene
38 . 49, 527 Nene
39 40 ’ None
40 . 41 _ None
42, 47 ’ ) . None
43 44", 51° o " None
45 48 " None
49 52 None

*A minus sign after an item number indicates a negative correlation
witb the item number in the left colum. .

Enc:.rcled items are those that correlate with the-item on the left

- colum, in b-th post and pre tests.
LS ¢

AV
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© Item Pair . . Relationship

. 11, 12 Other C's like C &===3 C creates ‘materials
, therapy sessions. - )
16, 29 S rarely involved in therapy S daydreans.
18, 25 - S rarely initiates new topic + C rarely feels
-satisfied. )

@ o

Otne will notice that (in almost all pa’, 5, at least one menber of the pair is
" an affective Statement =<- thus, nsympaths ", "doesrx't like", "influencing”, "feels
satisfied", "feels insecure", are ;;hrases recurring in the above group of items. |
This observation may have important implications on plann: i change to improve the
‘pra'ctiémn program. For instance, the idea that the affective aspect ef learning

-

persists throughout the practlcum should be considered when planning change.

o

A pair of ifems remaired correlated in both pre and post, but the direction
changed. Thu.,, in the pre test items 7, 29 J.ndlcated

{

f

C feels insecure é-=-=§ 'S usually dayd*:eams during therapy;
bt in the post test, the same items indicated:
~C f;els insecure & S usually concentrates in the therapy
setting.

" A possible explanation of the apparer;t inconsistency above is that in the
pre t‘:est period, with yet very little exposure to practicum the student was not
secure her/himself; s/he was ih a sort of limbo, with nothing much to contﬁ.bqte,

“and. mre dependent on the clinician. Therefore, an insecure clinician invites
daydream.mg on the part of ‘Lhe studen likewise, a.secure clinician influences
the student': to concentrate. In the post test perlod however, the student

. tended to beccme more secure, so that the ‘student may respond to a clinician's

~

insecurity by concentrating on the therapy, i.e. by relying more on oneself.

Item Pairs Significantly Correlated
only in the Pre Test or tne Post Test

-

A few items whose content appeared to be relevant to the practicum were ¢
selected. Then the items correlating with each selected item were identified

first for the pre test then the post test. These associations are enumerated

. inlabbreviated form below:
LS

247
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Item 1 C in sympathy with S:

3

. Correlated in Pre test with item
- ’ 11, Other clinicians like'C
12, C creates her activity material

T 14, C.committed to speech and language therapy A\

2,
9,

23, C ‘tries new ideas
. . 51,-C not camfortable accepting praise

C sticks to facts

S willing to change things

22, C praises S

35, S sympathizes with others’

Correlated in Post test with item

42, C rarely critizes S.

°
N

Page 29

Look.mg closely at the charactenstlcs of the two groups of items above, cne

w111 note that the first group. of 1tems describes an unselfish cl:m.cxan who does R

thmgs for the students - whose primary attention is the student - creates for

“

them, is camutted to teachmg, tries new ideas for them, doesn"t encourage praise

for self and ottaer clinicians like her/hJ.mf At the beginning of the practicum, )

these qualities were associated with sympathy.

. On the othe.r hand, most of the items in the second group were characterlstlcs -

mdeoendent of the act of "giving" to the students, such as sticking to facts,

willing to dmange thmgs, not crn.t:.c:.zn.ng students, praising students. It is

also wort:hy to note that the item

~pathy (on part of the student) begets syrrpathy from the clinician.

"S symphathlzes with’ others shcmed that sym-

That is,

-

student, now has to possess a certain positive characteristic to deserve a posi-

« group —- "other clinicians like C."

tive attitude. This relationship is in contrast with the item in the first

For the.rest of the selected items similar lists will be presented without

This repdrt was to b2

usegd as

a

" the hvootehtical explanation for item one.

guideline for solutions and changes. The

Hampton staff will study the remaining items and brainstorm on their hypothetical

explanatians.

)

>
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Item 5. S doesn't like C:
Correlated in Pre test with item

8, C doesn't like the practicum situation
32, C feels superior to student

Correlated in Post test with item
7, C feels insecure

.16, S rarely involved in therapy

18, S rarely initiates new topic
27, C doesn't like most students
29, S uwsually daydreams )

33, .C rarely gives S directions
46, C rarely plans therapy session

Item 9. S willing to change things:
qurelated:’in Pre test with item

18, C initiates new topic
21, S likesC - !
47, C occasmnally tells S hcm expected to behave

Correlated in Post test with item

11, Other clinicians like C-

50, C tolerates S who thinks s/he had best idea

i
Item 17. C°seldom uses ideas of S:
Correlated‘ in Pre test with item

42, C criticizes S¢
50, C tolerates S who thinks s/he has best ideas

-

Correlatéd, in Post tf_est with item

21, S doesn't like C
27, C doesn't. like S -

=3

Ttem 18. S rarely initiates new topic:

. Correlated in. Pre test with,item
21, S doesn't like C
36, S feels insecure
45, C do=sn't like practicum
Correlated in Post test with item

19, S oiten interferes with C
23, C rarely tries new ideas
27, C doesn't like S

Item 29. S usually concentrates in therapy session:
Correlated in Pre test (only) with item
39, C enthusiastic when doing therapy

243
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, IMPLICATIONS FOR COMPETENCY-BASED EDUCATION

Problems associated with the Speech Pathology Progrém indi-

cated that competency-based edﬁcation (CﬁE) might be utilized as
an approach to the solution of Ehe major problems, for instance,
‘by,conve;ting thé Speeecﬁ Pathélogy Proggam‘at Hampton to CBE..

In order to clarify wh§ the CBE appioach migﬁt be a suitable one
ta proéeed with, it becomes necessary to first define tﬁe term and

?

discuss some of its basic conceéts.
Competency-based education has been defined as a systematically
desiéqed educational appFoach whicb typically emphasizés the
.following chqfacteristics- (1) prespec1f1ed public competenc1és
or program goals; (2) prespecified publlc performance objectlves,
23) actual competency demonstration; (4) detailed assessment of
‘enteriﬁg and'exiting behavior; (5) learningvactivites in a
- variety of modes offerlng optlons té students.

; The objectlves of CBE are usually achieved by 1dent1f11ng and

demonstrating skills, knowledges and attitudeslln threee domains:

< Affective domain--Objectives which descriBe change in

interest, éttitudes, values, and the development of »

b3

..appreciations and adequate adjustment, e

Cognitive domain--Objectives which deal with the recall - R
or recognition of knowledge and the developmeﬁt of

intellectual abilities and skills.

25U
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AR

Psychomotor domain—éCompetehcy objectives which include
general but observable skills. Demonstration at
\ prespecified level; the ability to fulfill a job

or responsibility. e o

-

The instructioﬁal s¥stem is the major compc;ent of the CBE
~p;d§ramxdesign. A typical instructional system may include the
folléwihg compohents: cdméetencies, performance objéctives,vneeds
asséssmént, delivery systems, andhev§lu$tion. Based on the major
probiems identified by séudentsf sﬁpef&iéing clinicians and co}lege ’
supervisors involved in the Speech Pathology Program at Hampton, it

becomes evident that the instructional system of the Speech Pathology

—

" . Program has not adhéred to the basic concepts of CBE. For exémple,

. . -
students and supervising .clinicians agree that there }s not
ample opportunity for practical experiences prior to their practicum

situation. However, students are adequately prepared in theory.
; ..

Here agéin, it becomes necessary to note that through CBE, skills,™

~ v N §

knowledges and.attitudes are identified for all three domains.

Perhaps, if a taskﬁanalysis had been conducteﬁ, competencies

S

dealing with actual performance of theory learned in class would

At

have been idéntified.
'Anoth;r such exaﬁple was eviden£ in students! responses con;”
cerning not being completely informed about the Speech Pathplogy
Program. If a truly CBE approach were to be followed, all goals,
performance objectives and expectations would be predetermined

and public. In other words, students would be notified upon

entering the program of just what is expected of them.
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The two preceding exampléé are but a few of the ways in which

CBE can be utilized to improve the instructional system of any

.type program. Special attention should be given to this approach

by those persons responsible for improviné éhe Speech Patholcgy

"+ Program at Bampton Institute. N
.

~y

-




"APPENDIX .I INSTRUMENTS

"A. Interview Questionnaires ’

B. Internality-Externality Measures
- (Opinion Scale) - A . )

C. Atﬁifu@e Toward Clinicians and Practicum
(Attitude Inventory) '

‘ o
D.. ,Rigidi-y and Concern for Status )
(Attitude Scale) «
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INTERVIEW QUESTIONS FOR HAMPTON STUDENTS Page 36 ‘
March 12-13, 1979° ‘ ‘

1 ~ J

—
z

What do yoh think is the most serious problem(s) you have with
respect to your role as a practicum student? ‘

e.g. professionalism, attendance, etc.
e.g. -any other concerns/problems
-e.g. which are most pressing, 1, 2, 3?

e.g. what about testiﬁg? (if not mentioned)

3

Do you have any suggestions for how these problems can be solved?

1y . . “
v

With regards to your practicum, what do you expect to get out of
it for yourself? '

Probe: e.g. contributibﬁ to your- educatien
e.g. bénefits for-you |
e.g. what is your goal? =~
e.g.” preparation for future work

. . % '
(Still on the subject of your expectations...... ) .
What are your expectations for the clinicians?

3

2 v

|
i
Probe: e.g. helping with pfoblem areas .
What, do you think, is the clinicians' expectation of you?

- a

ot
g

(Now that you have talked about your personal expectations....)
What are your expectations for the college supervisor?

Probe: e.g: helping you with problem areas

¢ . . . . .
e.g. communication between you and clinician

. c t
What do vou think is your supervisor's expectations of you?

Are there certain skills you feel vou should have before enterinc
the practicum?

e.g. administration of tests

e.g. application of theory

e.g. affective skills, professionalism, etc.

235
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What skills do you feel you are most efficient in?

o~
L)

Are there any skills you feel you are different in? ’

e é.g. List/and why

(go back to what you said about skills)
What skills do you expect to have. acqulred before you leave the

oract1cum° ¢ =

-

What, do you think, are the critefia/standards for each-of the
skills yvou would consider acceptable for satisfactory completion
of the practicum? *

Gehe;ally,Ahoﬁ do you evaluate on a scale of 1-10, your average
performance, 'e.g. l--very satisfactory, 10--highly satischtogy

Eow much time do you devote to the practicum?
- e.g. average hours per week R
\

e.g. working on problem areas

e.g. discussing problem areas with supervisor/
clinician v

-

What percentage of your total time is devoted to study efforts
related to the practicum?

»

Vo

How effective is your coursework/current tralnlng in preparlng

you to reach your professional goals?

235
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.

" 4a.

What do
respect

Probe:

Page 38

INTERVIEW QUESTIGNS FOR CLINICIANS HAMPTON AREA:
'March 12~ 13 1979 . O

you think is the most serious problem{s) you have with
to your role as a clinician?

e.g. professionalism, attendance, etc.
e.g. any other problems® PN

~

e.g. which are most pressing, 1, 2, 3?

_e.g. what about testing (if it is not mentioned)?

1

Do vou have any suggestions as to how these problems can be solved?

1ith res

[y

pect to the practicum program with Hampton Institute, what

do youw expect to get out of 1t for yourself?

-

Probe:

e.g. 1is it self satisfaction? : ,

e.g. helping others

(Now tha
Wwhat are

e.g. contribution to education

e.g. are thefg any benefits for you?

t you have talked about your personal expectations....)
your expectations of the students sent to you? .

Probe: "e.g. skills

-5 3
Whzt, do

(Still o

e.g. . expectations of achievement

e.g. personality
%

you think, is the .students' expectation of you?

n the subject of your expectations....)

5a..What are your expectations of the college superv1sor who sends

b.

the stud

snzt, do
o
{I unger

at Hampt

ents to you?

v

you think, is the college supervisor's expectation of

stand that the students have their academlc preparation’
on before coming to you...)

Lyz there certain skills they must have before coming to you?
I: so, what are these skills?

administration of




'be;ore they leave the practicum?

If no, probe, e.g. by skills I mean appllcatlon oI theoxy,
practice no tests. .

~ : -
What skills do _you -find the practicum students are most eff1c1ent
in?

’

What skills do you find the practicum students are most def1c1ent
in? (Tie 1n with Question #2 if necessary)

What are .those skills which you expect students to have acqulred

What are the criteria/standards for each of the skills that you
would consider acceptable for satisfactory completion of the
practicum?,

ngérally, how you you evaluate on a scale of 1-10, the average
performance of the students sent to you? e.g. l--very unsatis-
factory, 1l0--highly satisfactory.

>

How much time.do you devote to the practicum?
Probe: e.g. average hours per week
: . e.g. helping students with problems in the . -
practicum

What percent of your total time is devoted to thefpracticum?

i

. D6 you see anything in the way the practicum is presently
_structured that seems to inhibit or facilitate 1ts success° -

A
[y
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< _ ' INTERVIEW QUESTIONS FOR COLLEGE SUPERVISORS Page 40
DEPARTMENT OF COMMUNICATION DISORDERS HAMPTON INSTITUTE
"March 12-13, 1979

1. what do you think is the most serious problem(s) that you have
in your role as college supervisor?

Probe: e.g. not seeing eye-to-eye with supervising
_ clinicians. i
e.g: getting students to follow rules that have
been set down regarding practicum.

e.g. fitting all of your duties into a crowded .
o schedule.

2. Do you have any suggestions for how these problems can be solved?

g

<

3. _What, gratification or benefits do you get from your work as
college supervisor? (in working with students and supervising ‘
clinicians).
. .Probe: e.g. the opportunity to guide and/or motivate .
students to heightened Sklll in the
therapy situation.

e.g. opportunity to neet and interact with
varied personalities and professionals.

‘ e.g. opportunity to observe and react to

- .varied case types.
v TR

4a. In general ‘hcw do your expectations for the students that you
supervise compare with those, of the supervising clinician?
Are they higher, lower or about the same?

Probe: e.g. skills
e.g. expectations of echievement ‘ \ ‘ ' .

e.g. persoﬁality -

b. What do you think the students expect of you?

. A
5a. What are your expectations for the supervising clinicians tc whom
t+he student cliniciarns are sent?

b. wWhat do you think the supervising clinician expects of you? -

6. Are there certain skills that vou think & person should have when
she or he is & college supervisox?

239
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.

7a. What skills do you find the practicum’ stugents are most efficient
" in? .
What*skllls do you find the superv151ng clinician most eff1c1ent
in *elatlng to the practicum student?

N

b. How QO you account for this?

8. What skllls do you find the practlcum students are most deficient .
ln? . .

What skills do you find the supervising clinician most def1c1ent
in relating to the students? n

What suggestlons would have for allev1at1ng the def1c1enc1es in
boeh°

4 " P

9. -‘What skills would you like the students to have acqulred at the
end of the practicum period?

l0a. Do yoy* standards for a first semester student dlffer from those
oi a second semester student? .If so how?

b. Generally, how do you evaluate on a scale of 1-10 the average
performance of the students you have superv1sed. e.g. 1 is
i very unsatisfactory and 10 is highly satisfactory.

-

o2 . %
lla. ‘What percentage of your time is, spent in teaching classes? 1In
supervising students? .7

b. Would you like for this to be changed at all?’ If so in what way?
12. Would you propose anf EHanges in the current program that would
better prepare the students for practicum?

o 4 -

&

-~

ERIC - 260
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B. Internality-Externality Measures
(Opinion Scale)
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Instructions: Encircle a or b depending on which one most c1ear1y r°presents

"your view. Please caswer each item. o
1.a. Children get-into trouble because their parents punish them too much.
b. The trouble with most children nowadays is that their parents are too
easy with them.
2.a. Many of the unhappy things in peop1e s lives are partly due to bad 1uck
b. People's mjsfortunes result from the mistadkes they made.
3.a. One of the major reasons why we have wars is because people don't take
encugh interest in politics.
. b. There will always be wars, no matter how hard people try to prevent them.
4.a. In the long run people get the respect they deserve in this world. 4
* b. Unfortunately, an 1nd1V3dua1 s viorth often passes unrecogn .zed no matter
how hard he tries.’
5.a. The idea that teachers are unfair to students is nonsense. /
b. Most students don't realize the extent to which their grades are 1nf1uence
by accidéntal happenings. A
6.a. HWithout the right breaks one cannot be an effective leader. ’
b. Capable peopte who fail to become lea. rs have not taken advantage
of their opportunities. ///‘
7.a. o matter how hard you try some people just don't like you.
, b. People who can't get others to Tike tbem”don't understand how to get
'] along v:th others. -7
é.a. Heredity plays the major role in determining one's personality.
b. It is one's experiences=~in 1ife which determine what one is Tlike.
9.a. 1 havg,aﬁten*f6ﬂﬁﬁ that what i3 going to happen will happen.

13,

| b-—TFusting to fate has never turned out as well for me as making a -

ER\(:] is not a’wa/f wise to plan too far aheac hecause many things turn

Internality-Externality Measure
(Opinion Scale)

decision to take a definite course of action.

In the case of the well prepared student there is rarely if ever

such a thing as an unfair test. ,

Many times exam questions tend to be so unrelated to course work that
studying.is really useless. '

Becoming & success is & matter of hard work, luck has little or noth-
ng to do with it. - . .
Getting & cood i65 depends main¥y on being in the rignt place at the

rigi.t Tinre, S

om

13

o

The average citizen car have an influence in government decisions.
This world is run by the few people in power, and there is not much
the 1itthhe guy can do about it. . -

1

Ynen 1 make plans, ! am almost certain that 1 can make them work.

out tc be a'metter of good or .bad 28uyne anynow. -



Fhere are certain- peop]e who_are—just n no good.

. Theare 1s some .good-in everybody

'ao

b.

.d.

20.

b.

a.

;tb.

21

22.

23.

24,

25.

[0}

28.

Q

.d.

b.-

a.
b.

a.
b.

a.
b.
a.

b.

(24

o

a.

e A

In my case getting what I want has 1ittle or nothing to do with luck.
Many time we might just as well decide what to do by flipping a coin.

Who gets to be the boss often depends on who was lucky enough to

be in the right place first. ——-

Getting people to do the right thing depends upon ability, luck has
]1tt]e or nothing to do with it. ’

As far as world affairs are concerned, most of us are the victims of
forces we can neither understand, nor control.

By taking an active pdrt in po11t1ca1 and social affairs the people

can, control world eventss—""

HosL people don't realize the extent to wh1ch their lives are controlled
by accidental happenings.

There really is no such thing as "luck".

One should always be willing to adrit mistakes. —--
It is usually_best to cover—up—ome’s mistakes.

It-is hard to know whether or not a person really likes you.
How many Triends you have depends on how nice a person you are.

In the long run the bad things that happen to us are balanced by the
good ones. ———

Most misfortunes are the resul: of lack of ability, ignorance,
la71ness, or all three.

U1th nough effort we can wipe out political corruption.
is diTficult for people to have much control over the things
po]1t1c1ans do in office.

Sometimes I can't understand how teachers arrive at the grades they give
There is a direct connection between how hard I study and the graces
I get. .

A good leader expects pécpfé to dacide for themselves what they should de
A good leader makes it clear to everybody what their jobs are.

Many times I feel that I have little influence over the things that
haspen to me. .

Tt is impossible for me to bslieve thai chance or luc} plays< an
important role in my 1life

[$4]

lonely because tney don't try to be friendly.
much use in trring toc hard to nlease peopie, if
you, they like you.

o+ =i U
M w o

is to0o0 much emphasis on dthlezics in nigh school.
: sports are an excellent way to build charact

cer
. . . . /
“net happens to me is my own doing. / .
Sometimes 1 feel that I don't have enough com/ro] over the direclion
. . /
n my ]]fe. v ANAY

o

2




29.

S

L

. Page 45
4
a. lost of the time I can't understand wh

y politicians behave the way -
they do.

In the long run the people are responsible for bad government on a
national as well as on a local level.
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Attitude Toward Clinicians and Practicum
_ (Attitude Inventory).

On the following pages you will find a series of scales. Each scale
is composed of a pair of statements separated by a broken line (: i3
: : : 2 :). Please place an X on the line at the place that -

‘indicates which statement more nearly describes the idealpracticum situation.

Example:

IN TEE IDEAL PRACTICUM SITUATION The su:-=rvising

A. The supervising clinician rarely tells
clinician usually me exactly what to- do.
.211ls me eXactly

what to.do. : : : : : : s X ¢

This supervising clinician rarely tells me exactly what to do.

N

Is THE IDEAL PRACTICUHM SITUATION

B. The supervising The supervising
clinician usuzlly cliniclan rarely tells
tells me exactly : . me exactly what to do.
what to do. : : T X o : : s : :

This supervising clinician is a little more likely than not to tell me
exactly what to do, . h




IN THE PRACTICUM SITUATION Page 48

AN

The supervising The supervisin=z
clinician usually clinician rare.y
sympathizes with sympathizes with the
the student student clinician.

clinician. : : : :

/

The supervising The supervising
clinician always ] clinician often
sticks to the states her own
facts. : : : : : : : : opinion to me.

The supervising The supervising
clinician rarely clinician cccasion-
talks out of turn ally talks out of
to me. 3 : : : : : : : turn.

The supervising The supervising
clinician usually clinician occasion-
thinks her idea ally thinks her idea
is best. ™ s : : : : 2 : is best.

I do not like I like the supervi-
the supervising sing clinician.
clinician. : : : : : : : : .

The supervising The supervising
clinician shows clinician is really
approval when the glad when the”student
student clinician cliniéian presents
presents her her ideas.
ideas. : : : : : : : : :

The supervising The supervising
clinician feels clinician feels
insecure. : : : : : : : : secure. *
The supervising - The supervising
clinician does clinician likes the
not like the prac- practicum situation.

ticum situation.

The student The ,student clinician
clinician is is rarely willing to
usually willing change things.
to change things. : : : s : : : :

o




/

1z.

15..

16.

17.

AY

IN THE PRACTICUM SITUATION

The Supeerblng
clinician is up-

set wuon sht can- |

not answer a ¥
student clini- °
cian's question. : :

Other clinicians .-
like the super-
vising clinician. :

e
e
o
-

The superVISing
clinician creates
her own activi-
ties and mater-
ials for the
therapy sessions.

[
oo
e
[
e
e

The student -
clinician usua11y|,
feels satisfied. ” : :

The superViSing
clinician is not .
particularly )
committed to \
speech and lang- -
uage therapy. : E : : : : :

—— - =

}l,,

The supervising
clinician always
presents ideas
which influence
the student
clinician.,

e
e
o
v
..

The student
clinician is
rarely involved -
in the therapy
activities.

Tnhe supervising
clinician seldom

uses the ideas of

the student cli- .~
nician. : : : : : ;- : :

D

A
o

Page 49

The superViSing
clinician is not up-
set when she cannot
answer a student
clinician's question.

Other clinicians do
not like ti > super-
ViSing clinician.

The supervising.
clinician usually
sticks to commerci-
ally prepared
programs.

The student clinician
rarely feels satisfied

The supervising
clinician is really
committed to speech
and language therapy.

The superviging
clinician usually
presents ideas which
influence the student
clinician.

The student clinician
usually seems in- .
volved in the therapy
activities.

The supervising
clinician usually-
uses the ideas of the
student clinician.

<



R

WA

18.

19.

20.

The student
clinician rarely
initiates a new
topic. _ :

IN THE PRACTICUM SITUATION

The student
clinician often
helps the super-.
vising clinician. :

The supervising
clinician neither
approves nor dis-

" approves of a

21.

22,

24.

25.

student clinician
who thinks she T
has the best X
idea. ot

’

The student
clinician likes
the supervising
clinician.

P

The supervising

clinician occa-

sionally praises
the student cli-
nician.

The supervising
clinician often
tries new ideas.

The supervising
clinician shows
approval when
the student cli-
nician does extra
work.

The supervising
clincian raraly
feels satisfiec.

Page 50

The student clinician
often initiates a new

- topic.

™e student clinic.on
often interferes witn
the supervising
clinician.

The supervising’
clinician tolerates
the student clinician
who thinks she has .
the best idea.

The student clinician
does not like the
supervising clinician.

The supervising

-

clinician often praises

the student clinician.

The superv1s1ng
c;1n1c1an rarely tries
new ideas.

The> supervising
clinician is really
glad when the student
clinician does extra
work.

The supervising
clinician usually
feels satisfied.




26.

-

27.

28.

29.

30.

31.

32.

33.

The student
clinician does
not like therapy.

The superv1s1ng
clinician likes
most student

clinicians. s

The supervising
clinician is
rarely willing
10 change things. :

The student
clinician usually
concentrates in
the therapy
setting. - :

The supervising
clinician seldom
laughs with the
student clini-
cian. :

The supervising
clinician usually
lectures to. the
student clini-
cian.

The supervising
clinician feels
like the student
¢clinician's sup-
erior in the
therapy setting.

The supervising
clinician often
gives the student
clinician direc-"
tions.

IN THE PRACTICUM SITUATION

..

21‘.)
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The student clinician
likes therapy.

The supervising
clinician does not
like most student
clinicians..

The superv151ng
clinician is usually
w1111ng to change
thlngs.

The student clinician
usually daydreams or
doodles in the therapy
setting.

The superV1s1ng
clinician often laughs
with the student
clinician.

The superv151ng
clinician occa51ona11y
lectures to the stu-
ent clinician,

The supervising
clinician feels like
the student clir: -
cian's co-worker in -’
the therapy setting.

The supervising
clinician rarely gives
the student clinician
directions.




34.

35.

36.

37.

38.

39.

ko,

Ly,

. insecure, e : : :

IN THE PRACTICU!M SITUATION

It is usually
quiet : : :

The student
clinician occa-~-
sionally sympa-
thizes with
others.

The student
clinician feels

The supervising
clinician -approves
of the student
clinician sym-
pathizing with
other student
clinicians.

.o
.
oo
.
.

The student

clinician does

not like the

practicum situa-

t;on. : : :

The supervising

clinician is

usually enthus~

iastic when do-

ing therapy. : : : : :

.The supervi 1g
clinician is .on-
cerned with put-
ting theory into

‘practice. : : : : :

The supervising
clinician calls

on clients by

name. :

Page 52
It is usually noisy.

The stﬁdent clinician
usually sympathizes
with others.

L

The student clinician
feels secure.

The supervising
clinician neither:
approves nor disap-
proves of student
clinicians sympathi-
zing with other student
clinicians.

The student clinician
likes the practicum
situation. «

The supervising
clinician is rarely
enthusiastic when
doing therapy.

" The supervising

clinician is concerned
mainly with theory.

The supervising
clinician calls on the
clients who raise
their hands,



2.

43,

Al

Ls.

L6.

L8.

The supervising
clinician often
criticizes the
student clini-
cian.

o

The supervising
clinician often
relates her
own experiences
to the student
clinician.

The supervising
clinician always
offers compromises
when several
sides are taken
on a subject.

The supervising
clinician likes
the practicum
situation.

The supervising
clinician rarely
plans her thera-’
Py sessiors,

The supervising
clinician occa-
sionally tells
the student
clinician how
she is expected
to .behave.

The supervising
clirnician always
listens to the
student clini-
cian.

IN THE PRACTICUM SITUATION

1 272

Page 53

The supervising
clinician rarely
criticizes the stu-
dent clinician.

(=2

The supervising
clinician rarely
relates her own ex-
periences to the
student clinician.

The supearvising
clinician usually
offers compromises
when several sides
are taken on a sub-
ject.

" The supervising

clinician does not
like the practicum
situation,

The supervising
clinician usually plan
her therapy sessions.

The supervising
clinician often tells
the student clinician
how she is expected to
behave.

The supervising
clinician often A
listens to the student
clinician.




9.

50.

51,

52.

The student
clinician dces
not like the
practicum situa-
tion.

‘The supervising
clinician toler-
ates a student
clinician who
thinks s'.2 has
the best idea.

The supervising

clinician .3 .
rarely comiort-
able accepting
praise from her
supervisor.

The supervising
clinician is
usually comfort-
able accepting
criticism from
her supervisor.

, Page 54
IN THE PRACTICU:" SITUATION

The student clinician
likes the practicum sit-
uation.

(1]
[ .4
(1]
(1]
[ .4
.
L)

2

The supervising
clinician disapproves
of a student cliniciar
who thinks ske has
the best idea.

(1]
.

(1]
(1]
(1]
(1]
*e

The supervising
clinician is usually
comfortable accepting
praise from her super-
visor. ’

(1]
o
(1]
[ .4
»

[ .4
(1]

The supervising

clinician is rzrely

comfortable accept-

ing criticism from
0 her supervisor, -

274 K
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D. Rigidity and Conc¢: ¢cn for Status
(Attitude Scales)
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. ' R1gid1ty and Concern for Status\
) . - (Attitude Scales) - \

.
) . : « ¢ \
B

11 - N

SECTIOi ONE Rigidity Sca]e

Instructions: For each item encircle .either True or False depending on the”
response which most closely ropresents your feelings or thinking. Please

answer each item. ' . . ‘ .
o ° I ) v N M ’ v
1. I am often the last one to give up trying to do a thing. True Fal
2. There is usually only one best way to solve most prob]ems. . True Fal

Y 3. I prefer work that requires.a great deal of attention to detail. -True Fal
4. ] often become so wrapped up in sohething I am doing that 1

findiit difficu]t to. turn my attention to other matters. True Fal
5. - 1 prefer dOing one thing at a time to keep several projects °
- go.ng 3 _ . True Fa:
6. I dislike to changg my plans in the midst of an undertaking. True Fa?l
7. I never miss“going.-to church. ] . <o True Fail
-8, " 1 would like a p051t10n which reou1res frequent changes from " -
_ one kind of task to another. _ : True Fal
"9, - 1 usually mzintain my own opinions even though mary other people
v ~may have a different point of view. - ; True Fal
. 10. 1 find it easy to stick to a certain schedule, once 1 have
) started on i.t. : , : True Fa:
11 I beljeve women ought.ta have as much sexual freedom as men. Trui Fal
12, 1'do not enjoy haVing to adapt myself to new-and unusual “
~, situations. True' Fal

o

13, I prefer to ‘stop and think before I act even on trifling matters. True .Fal

’ﬂA% I would-not like the kind of work which ]nVO]VLS a large number

of different activities. - True Fai

15, L try to follow a prooram of life based on duty. True Fat

6. I Havé kepl & carefu d;ar/ over a pe}iod 0f yaars. True .Fal

7. ‘Py interes: S, Lend to change ku1ckly - True Fal
e, 1 usua]]y Tind that my own vay of attacking a problem is besuv,

even thougn it doesn' {,alwdys seem to work in the beginning. True Fal

Seg. 1 gislike hagino te leern rew ways of doing things. True ng

20 I like 2 great deal of variety in my work. . . True Fa,

21. -1 anre metnodzéai perscn ir whziever 1 dc. 3 True Fa’

22. 1 am usugt iy a%f; to keen 2t a 'job lomgow than m st peegple. irie fa'

think it.is5 usual iy wise to do things in e ﬁon"entional y,. True Fa’

I
24, ] zlways finish tasks I start, even if the,/%rﬂ not very _ ‘
important. . o/ . True, TFa

LiEp ,
© 25. "People who go aboul’ their work meéthodica)ly are almost always. . -
) st successfull - . e /

e 4 ~ s
» P - . s 2 (o *
. 3 . - . o .
A uirToxt provided by ERic ° ' ‘. ’ , N . 7 {) @ - * & o




28.
29.

30.
31.
32.
33.

35.
36.

37.
38.

33.

40.
41.

<42,

Yhen I;have undertaken a task,
even for a short time.

aside,

I often find myself thinking ¢f the same®tune or phrases for

days at a time.

1 have a work and study schedule which I follow carefu]]y

I usua]]y check more tnan once
door, put ouc¢ the light,

I hive never done anything dangerous for the thrill of it.
It is always a good tiiing to be frank.
I have a habit of collecting various kinds of objects.

.1 have taken a good many cburses on the spur of the moment.
1 beiieve that promptness is a very important personality

chéracteristic.

to be sure that 1 have locked a
or something of "the sort.

My interests change very quickly.

It

is the slow, steady worker who usually accomplishes the most

in the end.

I am always careful about my manner of dress.

I usually dislike to set aside a task that I have undertaken
1 it.,is finished. -

unti

el

I find it difficult to set it

I am inc¢lined to go from one activity to another without continuing
with any one for to» long a time.

I prefer to do things according to a routine which I plan myself.
I always put on and take off my clothes in the same order.
I must admit that it makes me angry when other people interfere

with my daily activity.

I find that a we]] ordered mode of life with regular hours is

-congenial to my temperment

* It .bothers me when someeh1no unexoected interrupts my daily

rout

I fi
evern

1ne

ng
for

I always

I don't 11he to undertake any projects unless I have a pretty '
,good idea 2s to how it will turr out.

it hard to set aside a tasn that I have undertaken,

5 short time.

follow the rule:

P

¢

N proq
on & research probiem”

]-‘c

lh ilJ

nl_e.}

=4
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I don't like things to be uncertain and unpredictable.
business before pleasure.

H qet discusted with myselT when ‘1 can't understand some
when—l—ean'-f-seem—t0-make—any--progress
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True Fa
True Fa’
True Fa’
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irue Fa’
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True Fa’
True Fa’
True Fa’
True Fa’
True Fa’
True Fa’
True Fa
True Fa’
True Fa’
True Fa
True Fa
True Fa
True Fa
True Fq
True Fa
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SECTION TWO - Concern for Status Scale -

Instructions: Encircle the response which most closely represents your
view. Please answer every item.

50. The extent of a man's ambition to better himself is a pretty good
indication of his character.

Strongly Agree Slightly Strongly Disagree Slight
Agree Agree Disagree Disagr

51. In order to merit the respect of others, a peraon should show the
desire to better himself.

Strong]y Aéree Slightly Strongly Disagree Stightly
Agree : Agree Disagree Disagree

52. One of the things you should consider in choosing your friends is whether
they can help you make your way in the world.

Strongly Agree Stightly Strongly Disagree Slightly
Agree Agree . Disagree Disagree

53. Ambition is the most important factor in determining success in life.

Strongly ‘Agree S1ihtly Strongly Disagree STightly
Agree Agree Disagree Disagree

54, -One should always try to live in a highly respectable res1dpnt1a1 area,
even though it entails sacrifices.

Strongly Agree - STightly Strongly - Disagree Slightly
Agree Agree Disagree Disagree

55. Before ﬁoining any civic or pdiitical issociation, it is usually
important to find out whether it has tne backing of people who have
achjeved a respected social position.

Strongly Agree Sligntly Strongly Disagree S}ight]y
Agree ' Agree Disagree Disagree
56. Possessicn of proper sccial etiquette is usually the mark of a
desirable person. e
Strongly Agree STightly Strongly ° Disagrez STightly
Agree L ~ Agree Disagree Disagree
57. Tnhz raising of one's s,o0cial position is one oY the more important
roeis in Tife -
Stronciy AGrec Slightily " Strongly Disagree Slightly
Agrez . Agree Disagree . Disagree
5¢. 1t is worth considerable effort to assure one's self of a good name
| witn the right kind of pronic.
| . ® o “ .
o Strongiy hgrec S11ghtly Strongly Disagree Stightly
[}{U:‘ horee Rgree Q1saprc: Disagree

\ -
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Appendix II Bvaluation of the Project
(Addendum)

Our team was most effective in the early stage of the project, covering the

following activities:

- Problem definition
- Research design
____» Questionnaire development

; / o . Searching for other data M
) . instruments

. Data collection, specifically conducting s
interviews )

Participation as team members fell apart during the analysis stage.

The first stage where teamwork was most effective was a planning stage. We
had a brainstorming session where everybody was acf:ively participating. The re-

Wsion was summarized and distributed. Our calendar was satisfac-

torily followed, up to the interviewing schedule.

" (
Planning involved consideration of content furnished by the "expert" member

< —
————

of the team. We all worked on the content — the perception of curriculum and
practicum and of the é:roblems related to these two. Consideration of the problems
and the conceptualizatioﬁ of prospective solutions enablgd us to decide on the
no;t feasible épproach {:0 the use of research in problem solving. As ¢ team, we
"had tied neatly together" what was to be done in the analysis and how the results
of analysis would answer questions related to prcblem solving.

Our inability to scliedule even a few mestings in the summer of 1979, when
all tean members were on campus, resulted in anly one member doing computer runs
“*T.zt tite data collectes. Thus;~+the plan+to have a team effort to constantly put in- —— ————
perspective the problems we were trying to solve anc the ~proceciure outlined
earlier, Wnile doing the analysis, did not occur; anc due to the vagueness of
camputer output tc;‘n\e.rrl:ers who didn't participate in the summer research work, onl-
cne computer analysis could bs -used. This deviatinn Zror plan, however, is a
leaming experience in Mitself. W;a allowed flexibility in desién, being aware that

Q )
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in the process of conducting research new 1deas will arise and/or that the origi-
nal plan wouldn't fit unexpected outcames from data collected.

The problem of data sharing and lack of commnication among team members hurt
the project in the sense that there was no balance of activities in the analysis
stage. We think, however, that considering all constraints — geographical separate-
ness, time, the lack of balance in interest on the research topic, the wnequal

tivatidns to accomplish, and other logistic factors foreseen and unforeseen -- the
tear project should be considered a success. We all learn from experience. Since
all members participated at varying levels and to different extents, all of us
benefited --Qalso at varying extents. 2any member who appareitly lacked full involve-
ment, still would have grasped the nature of the process followed. One preliminary
report was accomplished by a Junior faculty.

To accomplish this report major hand calculations were necessary to re-analyze
the raw data. While it was difficult to get as much input as possible from both
junior faculty in the second stage analysis, efforts were still pursued toward a
final report that reflected all three members' ideas. The Hampton team member
{the contént expert) offered deep insight into the interpretation of results.
Geographical distance was overcame by extensive long distance conference between
her and the senior researcher. She was involved in this final report to as great
an extent as possible.’ '

The benefit to the Michigan junlor Lavulty member extends beyond this final
report. Her major involvement in the bcglnnlng and in the conduct of interviews

3

would be sufficientApgwmék:“gsgmogugb;g‘ggsea;ch for her comoetency based educa-

tion (CBE) topic. This was verbalized by her a number of times; it waS just not
recorded, and time does not allow us to describe prospectively her plans cn the
CBE "connection." It is the view oZ:this sepior researcnher that she benefited to
""the extent she reeded it, in this project.

The Hampton team member evaluates the project as follpws:

25y - " | :
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For me the project was a success but I don't feel it

was for the other members of the team. The fallacy was in
a lack of comitment on the part of all team members. This

" possibly could have been improved if each junior member had
a separate project to be develc-ed with the senior researcher.
In other words, their could be two duals, with the senior
researcher being the second participant in both (you still
only have three people).

The team would act as a triad during planrning and col-
lecting of data for each of the two projects. With the
second junior member, playing the role of a sounding board
for a critic, this could be useful in helping the dual
clarify their thinking in the best way to carry out the
project. It was difficult having three people from three
different disciplines to find an area in which they were -
equally interested and consequently this weakened the :
comitment. It was lack of commitment that weakened our : . .
efforts as a team, but I emphasize, I think, it was due to
different interests. As an individual, I feel I gained a,

_ great deal but as a team there was room for improvement,
per Doris Jarvis.




Measurement of Indicators of Needs, Use &
Dissemination of Health Information Among
Older Black Americars: Conceptual and
Methodological Problems. .
Gaynell Walker-Burt, Ph.D.,
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Gerald Gurin, Ph.D.
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Purpose/Introduction

The purpose of this project was ro obtain baseline data on the

fieeds for health information and on psychosocial factors influencing
- the use and dissemination of health informat&on. Specifically, this

project identified indicators which health,éducators can use in planning,
implementing and evaluating health information activities. This project
investigated the following indicators: (1) health status, (2) health
behavior and beliefs, (33 use of health informational services,
(4) psychosocial issues influencing black elderly begavior: attitudes
toward death and dying, coping behaviors and life satisfaction.

As the elderly population Becpmés increasingly larger it is 5n1y
conceivable that they will.comprisg a greaver povtion of those individuals

seeking health services. In order to provide the kind of educational

information essential for assisting the blacg elderly to achieve optimum

< .
levels of functioning,‘more emphasis needs to be placed on the collection
and dissemination of relevant information. Information regarding health
status, coping behavior and life satisfaction is essential to educators
who are concerned with improving the quality of life among all older

?: Americans.
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Theoretical Model

There is a variety of theorgtical models for explaining the linkage
of educational information to behavior. The health belief model developed
by Hochbaum, et. al. is one very useful model. The health beiief model
potluates that outcome behaviors are determined by how individuals
1ink information or knowledge to behavior. Hochbauh, et. al. indicate

that "a 'stimulus,' either 'internal' (e.g., perception of bodily states),
'external' (e.g., interpersonal interaction, mass media communication,

personal knowledge of some effort by the condition) must trigger the

appropriate health behavior." (p. 384-349) . ™

ﬁPrbcedure/Method

Since the main objective of this project was to obtain baseline
data for a larger study and to pretest the research instrument, no
attempt was made to achieve a probability sample. Data were collected
on 120 black elderly (ages 65 years and older). Sixty of the elderly
resided in Hampton and Newport News, Virginia, both small cities with
populations 1ess;than 120,000. The remaining sixty older black Americans
were residents of Ann Arbor and Ypsilanti, Michigan, two cesmopolitan
university cities. Subjects within each sample attended senior
citizens' centers located in their respective cities on a regular
basis fo. purposes of obtaining nutritional meals and participating

in planned recreational and educational activities.

The interview.schedule took approximately one hour and 15 minutes
to be completed. The interview was divided into two 40-minute sessions.

Immediately following the first 40-minute session, the respondent's name




was recorded on a 3 x 5 card and attached to the questionnaire. An

'appointment was scheduled for the second session. Upon completion of
* ks

the second session, the 3} x 5 card was destroyed in the presence of
the respondent to assure anonymity.

Each participant signed a consent form prior to any collection
of data (Appendix A). Since some of the older Blacks may have had
poor eyesight or difficulty reading, the consent form was read to
each respondent willing to participate in the study. The respondencs

were also advised that they could terminate the interview at any time.

Instrument

The research instrument was designed to measure the major variable
identified in the study (Appendix A). The items for the questionnaire
were developed, using concepts from the research literature and from
the researcher's knowledge of physical and emoti;nal health issues among
older Black persons and older persons in general. Several items were
adapted from the National Survey of Black Americans being conducted
by the Institute of Social Research (Sections on Health Status and
Background Information). The section on health beliefs was adapted
from the health belief survey conducted gy the Health Service Research
Center.

The questionnaire was designed to measure some variables by

employing two or more interviewing techniques. For example, open-

(%)

Aruitoxt provided by Eic:

*
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ended as well as closed-ended items were designed to measure health

beliefs. In addition, items to measure the same variable weie constructed

w

with a four-point response,scale and with contrasting statements. Thi




was done to assess the most effective way to measure the variable and

to determine whether the operationalization of the variable is valid for
- ]

the older Black person.

This report highlights the preliminary analysis of two major

areas in this study: Dissemination of health information and psychosocidl

issues. All other data are in the process of being analyzed.

The Dissemination ofJHealth Information

The efficacy of forms of medical technology and medical health
insurance (e.g., Medicare, Medicaid) have had minimal impact on the
health status of the 1.5 million black eld;rly in the United States.
Older Black Americans (especially those aged 65 to 74 years) continue
to-nave the highest incidence of multiple health problems among
the élderly in this country. Factors contributing to the overall poor
health quality exhibited'by the black elderl: include lack of money to
pay deductibles on medicare health insurance plans, poor transportation
to medical facilities and the unavailability of suitable health care
facilities and physicians }n the black community (Dancy, 1?77).

Another variable that may be contributing to the.poor health status
of the older black American is (he limited availability of health care
information. Th;s, this research explored issues relative to various
human and non-human resources utilized by black elderly to obtain health

)

information. Specifically, the objectives of this study were twofold:

1. To determine the current available resources of health information
as identified by a group of black elderly.
2. To identify untapped human and non-human resources which could
be utilized to increase the dissemination and efficacy of
{ health information to black elderly.




Results/Conclusions

This particular segment of the study reports on the black elderly
subjects being queried relative to where they received health information.
Interviewers orally presented a 10 item 'yes-no" inventory to the elderly
subjects. The inventory was designed to identify wvtilization patterns
regarding both human and non-human resources.

Table One depicts the percentage distribution of yes-no responses given
by the 120 black elderly on the 10-item inventory.

Table One. Percentage Distribution of Yes-No Responses
Given by 120 Black Elderly on the 10-item

Inventory.

SOQURCE Per Cent '"yes" Per Cent ''mo"
Family , 40 % ‘ 60 %
Church 39 70
Friends . 53 46
Newspapers , 46 53
Magazines " 33 66
Radio 43 56
Television 63 36
Sopial Service Agency ' 36 63
Senior Citizen Center® 86 i3

Books ' (fg 7 56

Preliminary analysis revealed a general trend for older black Americans

to obtain health information from three primary resources: senior

citizen centers (86%), television (63%), and friends (53%). The




.

significant amount of health information obtained from senior citizen
centers reflects the tyﬁé of educational programming typically found
at these facilities. Since the sample was primarily drawn from
centers catering to the needs of the elderly, the high percentage of

"yes" responses for this particular item (86%) may be- somewhat misleading

with respect to primary health information resources used by the general
population of Black elderly. 1In spite of this fact, hcwsever, results
indicated that older black Americans receive a great deal of health
; information from senior citizen centers.
It is not surprising that television received a high percentage

of 'yes" responses. An extensive review of literature cited in Oyer
and Oyer (1976) documented the fact that television-watching is a primary
leisure~time activity aﬁong the elderly. Furthermore, the major type
6f television content viewed by the elderly consisted of news and
information rather than entertainment. Other forms of mass media

© (i.e., newséapers, magazines, bocks and radio) depend on a single

. sensory modality ~ visual or auditory -~ to disseminate information.

The progressively diminishing visual and auditory perceptions of the
elderly make it difficult for them to process incoming stimuii via a
single sensory modality. And, as indicated by the lower percentages

of '"yes'" responses, these forms of mass media provide limited information

to Black senior citizens on health care issues.

Discussion/Implications . .

The major untapped-resource in the black community which could
have a significant impact on dissemination of heath care information

to the black elderly is the church. However, as indicated by the

figures in Table One, the church occupies the lowest position with

[]{j}:‘ , . 6 , . .o
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respect to providing facts on health issues (30% yes-response).
Dancy (1977) purports that the church is a channel through which a large
segment of the black elderly can be reached. The black church acts

as a source of communication with the outside world. Furthermore,

>

Dancy states that communication of public service information is an
gccepted and widely used procedure in the black church.

In agreement with Dancy, Traeger (1976) noted that church groups
)
are the most open to participation by older men and women, particularly

among blacks.

’

To further support utilization of the church as a communication -

network for the distribution of health information, McCluskey (1971)

. > v

and Aldridge (1976) have found that informal settings result in a ’
greater amount of participation by the elderly in educational activities.
In a major study discussed by Aldridge, only seven per cent of the

aging respondeats mentioned school as the place of their, most recent

instruction. Higher proportions mentioned such facilities as community, .

2

business and religious ofganizations.
A second potentially able resource that could assist in distributing

information on health issues is the peer group. Kimmel (1971)

concluded that a significant resource for service to the aged is

counseling the aged themselves. Turner and Sheppard (1977) cautioned’
- 2
. A:
however, that the dissemination systems used in the black community
wy . : '
must be operationaljzed in such a way that an accurate flow of information

be received by the aged in predominantly Black communities. Thus,

< -

it is imperative that elderly peer group members be adequately trained 4 ’

«©

,in both content and teaching strategies.

$




Psychological Issues

Reseatch focusing on the health issues and needs of the elderly

has increased as.our society has become more concerned about the -

plight of the oldér American. In spite of the increasing number of f

studies that are being published on the elderly, there is still a

paucity of literature which addresses issues about death and dying

among the black elderly. An attitudinal state with implications for

physical and mental health for tge elderly is the concern of death

gnd dying. . .
In the United States, slack elderly have been described as being

victimized by racism and neglect within a society which devalues black'

people as well as the elderly. This "doublz jeopardy" could account for

black elderly having a more positive perspective of death--viewing

_death/dying as being # more pleasant or peaceful state than the experiences

of .their present lifc. Findings from a preliminary stﬁdy support this

speculation.

. Much of the health-related research concerning death and dying

has focused on older persons in health facilities such as hospitals,

nursing h;mes, and other extended care facilities. However, the black

elderly make up about eight percent of the population over 65 and yet

they use only about one percent of the beds in health facilities

(Fields, 1§77). Therefore, data'from this Eype of research are

applicable to only a small population of black eldérly. ?he population

of black elderly, living in the community as well as in inséitutions, will

be the focus of this study. Specifically, the objectives of this

'section of the study will be to: (1) investigate attitudes on death




and dying among institutionalized as well as noninstitutionalized

elderly blacks, {(2) examine the effects of several psychosocial

~

correlates on attitudes toward death and dying, such as health
status, coping behavior, and life satisfaction.

The literature revealed relatively few stgdiés dealing specificaily
with the black elderly and their attitudes toward death and dying.
T@ére is a need for infovmation about elde;ly attitvdes toward death/
dying as well as how these attitudes correlate with their health status,
coping behaviors, and satisfaction with life. Assessment of health
issues then becomes a major focus among health professionals and

educators who are concerned with improving the quality of life among

the black f}derly. Any researcher wishing to_ study attitudes is faced
;ith many égmpiex issues regarding the operationalizaiion of the concepts
and methods to measure attitudes. Measuring attitudes toward death
and dying seems to be Qn even more complex task than most. Munnich
(1961) point out that getting an accurate and valid measurement of
attitutdes toward death depends on whether or not death has some personal
meaning. This projéct tested two approaches to achieving validity in
the measurement of attitudinal issues regarding death and dying. A
modified forcedjphoice and an open-ended method of measurement were
employed. ’ o

A search of the literature revealed there are several methods
used to measure issues around deatn and dying, but general%y survey,
case studies, and pfojective test techniéues are used. Whatever method
is used, oeprationalization of the issues related to death and dying
is a problem. Researchers have operationalized death and dying

concepts by investigating 'fear of death' (Bengston, Cuellor, and

Ragan, 1977); '"death concerns" (Rhudick and Dikner, 1961) ; and 'death

721




awa~eness" (Corey, 1961).

Appropriate correlates of death and d;ing contribute still
another proBled which researchers must consider: Munnich (1961)
indicates that important correlates should include differentiation
between age groups and other demographic characteristics (espé;ially
education) and the inclusionvof measures of personality. Generally,
health status is a significant correlate of attitudes toward death
and dying. Résearch studies have shown that thought concerning death
are more common among those in poor health--as opposed to those in
good health (Rhudick and Dikner, 1961; Hawley, 1965). The issue of

\health status among black elderly has raceived minimal attention.

One comparative study in southern California of 1:569 Black, Mexican-
American and Anglo respondents vevealed that by their own definitions
27% of the Blacks (65 and over) considered their health poor or very
poor, while 23% of the Mexican-Americans, but only 4% of the Anglos
reported being in poor health (Birren, T. E., 1978, P. 340). Other
correlates of attitudes toward death and dying include grieving (Hawley,
1974) and preparations for eventual death (Riley, 1963).

There have been very few studies focusing on tﬁe attitudes of blqck
elderly toward death and dying. One study surveyed 1,269 individuals'
at.itudes toward death among varying social categories defined by
race, age, social class, and sex (Bengston, et. al, 1977). The results
indicated that blacks 40-49 years of age expressed greater fear of
death than did blacks 70-74 years of age; blacks aged 70-74 thought

about death frequently; and blacks aged 70-74 perceived a longer

life expectancy than did other racial groups.

10




This project focused on the assessment of both the physical and

psychological status of the black elderly as major correlates to

- ,

. . N
. Major physical problems among the black elderly

include chronic noninfections, conditions such as hypertension, stroke,

death and dying issues

AN
AN
diabetes, and cancer. Major psychological problems include feelings S

of depression, low self-esteem and loneliness-. ~Literature in the \\\\\\\
field of gerontology has revealed that health problesm as eXperienced‘
by the older person may not be just one set of symptoms. but can be

a manifestation of several problems (Zisdarfer, 1975; Gurland, 1973).

Several .methods for assessing these problems have been identified
in the literature. These assessment tools include the Health Statﬁs
Index (Bush, et. al., 19F2), 0ARS, (Pfeiffer, 1975); and the Sickness
Impact Profile (Gilson,51972). '

Diagnoses of healté status have followed two majd} directions.

9 o
Health status among the;elderly is considered to be poor when the elderly '’

person is not able to frnction with reasonable independence, despite

ailments or impairments' (Hoffman & Thomas, 1970) or when conditions

1;terrupt the normalvagtivities of the elderly, causing iﬁcaPacitation
partialiy or totally (Niebanck, 1965). This study will use 2 self-
repar; method of health status assessment.

The elderly black is often faced with many health problems
- (physical and psychological). A brief search of the 1iterature revealed
that no stud& to date has investigated how the elderly black copes
with health problems. The fact that Blacks have often éurvived

insurmountable obstacles in their environment indicates that they

are able to cope adequately to some degree. Theories related to

11
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coping behaviors have postulated that if insufficient or inadequate

coping methods are employed, deterioration in psychological functioning

~ .

is likely (Kata, et.al., 1970; Lazarus, 1966; Wolf & Goodell, 1968).

These authors indicage that when the person is faced with "an agent of

harm, he may avoid it, become inactive or use self-d;ceptive activities."

What specific coping stra;egies do Blacks 65 years and older use to handle

health problems? This present study will atte;ét to identify effective -

ways to answer this question. Sidel and his associates (1969) employed

a coping assessment scale which may be useful in measuring coping
\\\\\\ . behaviors among the elderly. He identified 10 strategies such as:

1. £inding out more about the situation
" 2. talking with others about the problem
N 3. not worrying about it, etc.
N -
MEnnEngsz: et. al. (1973) identified coping behaviors, such as food
and food §hbst£tutes, alcoholic beverages, laughing, crying, cursing,

boasting, sleeﬁing, talking it out, etc., as common ways people
deal" with problems. The present study will include some of these

coping strategies to identify ﬂow all Blacks cope'with health problems.

Pfeliminary analysis of tﬂé\d?ta revealed a general trznd of

N

black elderly to have positive attitudes toward death and d&ing.

°

However, more negative statements (42%) were made in response to the
N

™~

open-ended questions. ™o

Table Two depicts the percentage distribution of responses by 120

~

black elderly on the death and dying inventory.




.

-

Table Two. Peréentage Distribution of Responses on the Death
and Dying Inventory.

i
L) h

Positive Responses Negative Responses

Beautifuliexperience : 657% Frightening experience~-=---- 35%
Feel at peace-- : 86% Feel afraid-- 14%
Seldom worry 83% Often wgrry 172
Promises new and better life-----52% Means the end of everything--48%
Easy to accept --83% Hard to accept- 17%

.—

~

Sixtf}percent of the respondents made religious-oriented statements
in respunse t. the open-ended questions. The respondents in general
seldom worried about death and thought death was easy to accept and
felt at peace when they thought about their own deaths. These data
may seem to reflect the "public attitudes" observed by Swenson (1961)
in his study. However, when we examined coping behaviors of the respondents,
85% of them employed coping behaviors such as "faced problems squarely"
and did something about the problems (85%)} talked to friends or relatives
(62%), and used prayer (90%). In ddditién, respondents are relatively
satisfied with their lives (76%). These preliminary findings suggest
that direct questioning is a_ valid way to measure these issues.
Examination of data about prebaration for eventual death revealed
that only 45% of the respondents had a written will, while 60% of

them had some sort of burial insurance.

13
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Nutrition Site
City

Your interview No.

Joint Hampton - Michigan Project

A Study of Older Black Americans

(Baselire Interview)
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INTRODUCTION

In this study we are interested in getting the opinions of Black
people ‘aged 65 years and older. I am interested in knowing about
the kind of health problems you have, what you do about these
_problems and many other things related to your health.

Of course, this interivew is completely voluntary. If we should
come to any questions you don't want’ to answer, just let me know
and we'll skip over it.

e




EXACT TIME NOW:

SECTION A: HEALTH

First, some questions about your health.

u ’ '
Al. In general, how would you rate your health =- would you say your health

is excellent, good, not too good, or very bad? v
1. EXCELLENT 2. GOOD 3. NOT TOO 4. VERY
GOOD BAD

A2. How do you think your health is, compared to other people your age --
would you say your health is better than average, average or worse

than average?

3. WORSE




23. I am going to read a list of illnesses that older people tend to get.
Please_tell me if a doctor, nurse, or someone else has told you that
you have this ill _ess. (FOR EACH YES CHECKED, ASK QUESTION A4)

-

A4, How.much have you had to cut down
on any of your activities because
of this illness. Would vou say
a great deal, onlvy a little or
not at all;

A GREAT  ONLY A NOT
DEAL LITTLE =~ AT ALL
(1) (2) (3)

a. arthritis or rheumatism

2. NO [1. ves}| ———

>

stomach ulcer

[2. No|

c. kidney problem

CEl—

Where in your body?
d. cancer ( )

2. ol —*)

e. high blood pressure

2. No| ~ 1. YESI——}

o’
.




'l 2. NO[

diabetes or "sugar"

[2. wo] [ ves]——

heart condition

| 2. NO| - 'Il.'YEé?;-—“—--é

loss of hearing

l 2. NOl

stroke

[fws]—

.

[1. YES |———)

serious emotional problem
or "nerves"

problems with your eyes
and seeing

s

Do you have any health problems
that I haven't .mentioned?

1. YES

2. NO

Al7
GO TO A5
ON P, 4

What are they?
(LIST FIRST TWO

MENTIONS) .
1 —_—
2 —_—

How much have you had to cut down

cn any of your activities because
of this illness? Would vou sav

a great deal, onlv a lizrle or
not at all?

A GREAT  ONLY A NOT
DEAL LIT AT ALL
1) (2) (3)




AS.. INTERVIEWER CHECKPOINT

- .

[:]l. R said "YES" more than once in A3

[:]2. R said "YES" only once in A3

¥

You said you. had [ILLNESS MENTIONED IN A3]
I want to ask you about it ——— TURN TO P. 5, A7

; E:]3. R said "NO" to all illnesses in A3——>TURN TO
- P. 6, A8

\'4 - o

A6. You said you had [ILLNESSES MENTIONED IN A3] Which one of these illnesses
causes you the most worry and concern?

- Aba. What are some of your concerns about it?

»
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A7.

about this 1illness.

-5-

Now I am going to read some ways you might try to handle your concerns
Préﬁse tell me if you do any of these things.

(FOR EACH "YES" CHECKXED, ASK QUESTION A8) |

.

A8. -
Do you relax, not let this
illness bother you, just
" take things as they come?
| 2. Nol 1. YE§|——>

Do you try to put this illness
out of your mind?

Do you pray or get someone to
pray for vou to help yvou with
this illness?

[z 5]

Do you drink liquor when this
illness bothers you?

Do you think to yourself, no
matter what I do, I'1ll be
unable to change things?

T [ T —

Do you do things to keep bdsy,
like watching TV, knitting, etc?

*

Do you try to face your illness
squarely and do something about
ic?

k4

2. NO

T e ———>

1. YES|—

1. YES|+oi—">

—

T vesl—

How often do you do this -- do
you do it verv often, fairly
often, not too often, or hardlv
ever?

VERY FAIRLY NOT TOO *HARDLY
OFTEN OFTEN OFTEN  EVER
(1) (2) (3 (4)

.

3
0

v




A8.

Do you think that at your
age, what difference does

it make? -

[1. ¥Es]l——

Do you talk with friends or
relatives about your illness?

Do you cry easily when'your
illness bothers you?

!1. YES]—%

Do you eat too much or too
little when your illness
bothers or worries you?
(UNDERLINE WHETHER R SAYS
TOO MUCH OR TOO LITTLE)

2.

NO

1. YES |

How ofteri do you do this -- do
you do it verv often, fairlw
often, not too often, or hardly

ever?

VERY FAIRLY NOT TOO HARDLY
OFTEN OFTEN OFTEN  EVER
¢N) (2) (3) (&)




SECTION B: HEALTH BELIEFS

Next, I am going to name a few spec.fic illness conditions. I want you to
tell me how you think people get these illnesses -- that is, what causes
~ them? '

Bl. How about arthritis or rheumatism? What are some of the reasons people
get arthritis? (WRITE FIRST THREE MENTIONS) -

~

B2. How about cancer? What are some of the reasons people get cancer?
(WRITE FIRST THREE MENTIONS)

B3. How about high blood pressure? What are some of the reasons people get
high blood pressure? (WRITE FIRST THREE MENTIONS)

B4. How about nervous or emotional illness? What are some of the reasons
+ people become emotionally i111? (WRITE FIRST THREE MENTIONS)
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B5. Other people have suggested different reasons why we become ill from
different sicknesses. Now, I want vou to tell me if you agree or
disagree with some of these rzasons. o

YES No
(1) (3)

!

a. First, how about arthritis or rheumatisu?
Do you think people get arthritis Ddecause
they inherit it == that is, do you think
arthritis is passed down from parents?

b. Do you think people get arthritis or
rheumatism by things people do to them- .
selves?

(IF YES) What kinds of things?

o

c. Do you think people get arthritis or
rheumatism by catching it from other
people?

d. Do vou think people get arthritis or i
rheumatism becuase it's God's will? '

e. Do you think people get arthritis or
rheumatism as a punishment for! their
sins?

f. Do you think there's no reason why some
people get arthritis or rheumatism and
others don't get it =~ that it just
happens by accident?

g. Do you think people get arthritis or
rheumatism becaiuse of evil.spirits,
‘the devil, or voodoo stars? -




E6.

How about cancer?

Ce

d.

f.

.

Do you think people get cancer’because
they inherit it -- that is, do you
think cancer is passed down from
parents?

Do you think peoplé get cancer by
things people do .to themselves?
(IF YES) What kinds of things?

YES
(L

NO

(5)

Do you think people get cancer by
catching it from other people?

Do you think people get cancer
because it's God's will?

Do you think people get cancer as a
punishment for their sins?

Do you think there's no reason why
some people get cancer and others
don't get it -- that it just bappens
by accident?

@

Do you think pzople get cancer
because of evil spirits, the devil,
or voodoo stars?

~w




B7.

-10-

How about high blood pressure?

a. Do you think people get high blood
pressure because they inherit it --
that is, do you think high blood
pressure is passed down from parents?

b. Do you think people get high blood
pressure by things people do to
themseives?

(IF YES) What kinds of things?

c. Do vou think people get high blood
pressure by catching it from other
people? ’

d. Do you think people get high blood
pressure because it's God's will?

e. Do you think people get high blood
pressure as a punishment foF their
sins? : :

£. Do you think ther~'s no reason why-

some people get high blood pressure
and others don't get it -- that it
just happens by accident?-

g- Do you think people get high blood
pressure because of evil spirits,
the devil, or gpodoo stars?

\




. =11~

’

B8. How about nervous or emotional sickness?

YES NO
(L (5)

a. Do you think people get nervous or
emotional sickness because they . .
inherit it -- cthat is, do you think
nervous or emotional sickness is
passed down from parents?

b. Do you think people get nervous or
emotional sickness by things people
do to themselves?

(IF YES) What kinds of things?

c. Do you think people get nervous or ,
emotional sickness by catching it
from other people?

d. Do you think people get nervous or
_  emotional sickness because it's -
- God's will?

e. Do you think people get nervous or
emotional sickness as a punishment
for their sins?

£. Do you think there's no reason why
some people get nervous or emotional
sickness and' others don't get it ——
that it just happens by accident?

g. Do yéu think peorle get nervous or !
emotional sickness because of evil
spirits, the devil, or voodoo stars?




39.

Now I am going to ask vou about different kinds of sicknesses. After each,
I want vou to tell me if there is anything an older person can do to keep
from getcing the sickness (FOR EACH "'YES" CHECKED, ASK QUESTION B10)

‘[8. k] [5. o] [I. yES}b—">

EW W m—

‘I's. D:]J [5. wo| [1. ;nzsfl—'"—)

BlO. What can he/she do?

First, how about arthritis

or rheumatism. Is there any-
thing an older person can do
to keep from getting arthritis
or rheumatism?

(8. DK} B No| 1. YES|——>

How about stomach ulcers -- is
there anything an older person
can do to keep from getting
stomach ulcers?

How about kidney problems?

How about cancer?

(8- o8] [5- v [I. vEs]J——>

>

How ‘about high blood pressure?

[8. o] [5. no] [1. yEs}—

How about diabetes or "sugar'?
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B1l0. What can he/she do?

‘g. How about heart condition—-is
there anything an older person
can do to keep from getting
heart condition?

8. DK| | 5. NOo| | 1. YES P——>

h. How about loss of hearing?

| 8. k| [5. No| [1. YES|—>

i. "How about a stroke?

| 8. pk| [5. No| f1. Y@l——}

j. How about a serious emotional
problem or "nerves"?

| 8. okl [5. wo| [1. YES}——>

k. How about problems with eyes
and seeing? oA @

8. DK [5. No| [1. YESfF—— | ~ —

ERIC R 3i0
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811, YNext, I would like to know if there are any conditions or sicknesses vou
don't already have that you think you are likely to get within the next
Zive years.

‘ ls. NO | ] 1. YES

TURN TO P. 15, Bl2

&

Blla.|What conditions or sicknesses do you think you wiil get?

-

Why do you think you will get these conditions?




-] 5=

- - |

*

How much do you agree or disagree with thé following statements? Do you
strongly agree, agree, disagree or strongly disagree?

STRONGLY AGREE DISAGREE STRONGLY
AGREE : DISAGREE
o) (2) 3) (4)

.8. As long as you feel all
right, there is no reason
to go to a doctor == Do
vou strongly agree, agree,
disagree, or strongly dis-
agrae?

b. If you wait long enough
you can get ‘over most
sickness without seeing
a doctor.

c. Doctors give-older people
very little help, because
there isn't much they can
do anyhow.

d. When it comes to your
health, you trust your
own remedies and medicines .
more than a doctor's..

e. Doctors usually know what's
best for their patients.

f. Older people should go to

" doctors only as a last
resort, after all their
own efforts have failed.

'g. At your age, no matter how
careful you are, you can
expect a great deal of .
illness. )

h. Older people have to expect
a lot of aches and pains.

i. At your age, good health is
mostly a matter of luck
rather than what a person
does about his/her health.

j. You can't do a lot to keep
illnesses from happening. ) .




‘313.

B14,

315.

Bl6.

| S e

-16=

. <
Do you ever 3o to a doctor for a checkup even when you're feeling all right,
<or do you only go to a doctor when you're feeling sick?

l.

GO WHEN ALL RIGHT

2.

ONLY GO WHEN SICK 8. NEVER GO TO DOCTOR

Do you think you can do a lot to keep illness from happening to you, or
do you think there is very little you can do?

l.

CAN DO A LOT

2. CAN DO VERY LITTLE

Do you think doetors know what to do for older people, or do you think
doctors don't'really know what to do?

Would you say that good health is mostly a matter of luck, or would you
say good health depends on what ‘you do about your health?

l.

DOCTIORS XNOW

1

1. LUCK]

—

2. DOCTORS DON'T XNOW

2. WHAT YOU DO




B17.
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We are interested in how people learn about health and sickness.
to read you a list of people and places.
information from.

WO
2)

YES
1)

a. Do you get health information
from your family?

b. Do you get health information
from your church?

¢c. Your friends?

d. Newspapers?

e. Magazines?

£. Radio?

>

=

h. Book-?

j. Social Service Agency?

k. Senior Citizen Centers?

m: Where else do you get health information?

I'm going

Tell me which cnes you get health

Which ones?

Which ones?

What program or station?

What program or station?

i
I
!
1

|

¢

i

f
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B18. Here is a lisfﬁ of ('physical accivities people do to keep themselves healthy.
Please tell me if you do any of the following. (FOR EACH "YES" CHECKED,
ASK QQ’ESTION 319.) .

»

Bl9. How often do vou do this--
very often, fairly often,

P . v or not too often?
VERY FAIRLY NOT TOO
NO YES OFTL.: OFTEN OFTEN
(2) (1) (1) (2) (3)
B18a. Walking or hiking? Nad
’ Bl8b. Gardening? == -

' Bl8c. Housework? P =
B18d. Exercise routine? >
Bl8e. Bowling? >
B18f. Jogging? >
Bl8g. Bicycling? >
381¢h. Gym or Health Club? —>

$

B20. Do you do any other physical activity to keep yourself healthy?

~

1. YES 2. NO }»TURN TO P.19 , B2l

v | .

B20a. What is that?




~19-
B21. Think back to the time when you were 25 or 30 years old. Did\ygp do a lot

of physical activities, some or very little? N
| 1. ALOT 2. SOME 3. VERY:LITTLE

B2la. What were some of these activities?

B22. How about today, are there things you do now to keep active that you did not
" " do when you were younger?

*

1. YES 2. NO —» TURN TO P.20, B23

v

B22a. What are these things?

ERIC | 316
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b .

j{' B23. Now here is a list of things people do for fun and recreation. Please tell
N me if you do some of the;f things? (FOR EACH "YES" CHECKED, ASK B24.)

B24. Do you usually do this
by yourself or with
: : : someone else?

o W S . k. s .

3 NO YES  BY SELF  WITH SOMEONE ELSE

2 @) w (2)
B23a. Watch TV? >
B23b. Visit'friends? >
B23c. Sew, knit, or crochet? —
B23d. Eat out? ——p
B23e. Walk? sy
B23f. Visit relatives? —> a
} B23g. Kegp.a pet? —y Qg N
B23a. Sing’in a choir? ——>
B23j. Go to church?. —>
B23k. Read? —>
B23m. Go to the movies? . ‘ —>
823n; Play cards. checkers, S "
dominoes?

B23p. Are there any other things you do for
fun and recreation?

1. “YES 2. MO
v TURN TO P.21 , BZ5

~

B23r. Wh;; is that?
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B25. Are there recreational activities you would like to do but cannot?

1. YES _ 2.

NO

——3» TURN TO P.22 , SECTION C

!

B25a. What are they?

"B25b. Why can't you do them?




.

SECTION C: DEATH AND DYING

Now I'd liks to ask you some different kinds of quescion-questions about death
and dying.

Cl. First, what are some of your thoughts about death and dying?

C2. Now I am going to read two statements abou: death. I want you to tell me °
which of the two you believe.

C2a. Do you think that death is the end of everything or do you think deach
promises a new and better life?

1. THE END OF EVERYTHING 2. PROMISES NEW AND BETTER LIFE

C2b. Do you think about death often or do you seldom think about death?

. 1. OFTEN 2. SELDOM

C2c. Do you think that death will be a beautiful experience or do you think
that death will be a frightening experience?

1. BEAUTIFUL EXPERIENCE 2. FRIGHTENING EXPERIENCE

C2d. Do you feel that death is hard to accept or is it easy to accept?

1. HARD TO ACCEPT 2. EASY TO ACCEPT

C2e. Do you worry about dying often or do you seldom worry about it?

1. OFTEN 2. SELDOM

319
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C2f. When you think of your own death, do you feel at peace or afraid?

1. PEACE ) 2. AFRAID

C2g. Do you feel you are ready for your own death or do you feel you are
not quite ready?

1 o

1. READY "1 2. NOT QUITE READY

%

C3. 1In the. past few years, have any‘of your close friends or relatives died?

1. YES 2. °'NO |—>= TURN TO P.24 , C4

v

C3a. Who was it that died?

C3b. What were some of your feelings when (he/she) died?

| C3¢. What did you do to help you get over the death?




®*  'C4. Next, I would like to kn
own death. -
C4a. Have you made out a will?

C4b.

Cée.

l. YES

“24=

ow about plans or preparations you have made for your

Do you have a burial policy?

1. YES

Do you have life insurance?

1. 1YES

2. YO
2. NO
2. NO

C5. Do you ever talk about death with anyone?

l. YES

{

2. NO (3> TURN TO P. 25, SECTION D

l7CSa.

Cs5b.

Who do you talk to?

>~

What are some of the
death?.

things you talk abour when you talk about

-~

321
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SECTION D: PERSONAL MORALE AND COPING

Now we would like to know how you feel about a‘number of other things.

-

D1. Do things keep getting worse #s you get clder?

1. YES|. 2. NO

D2. Do you have z& much pep as you had last year?

1. YES 2. No |

D3. How much do you feei lonely--do you feel lonely. not much or a lot?

1. NOT MUCH 2. ALOT

.D4. Do little things bother you more this year?

1. YES 2. NO

he————————

D5. .Do you see enough of your friends and relatives?

l. YES 2. NOI

D6. Do you feel that as you get older you are less useful?

.

11 ¥Es|. 2. NO

o

D7. Do you sometimes worry so much that you can't sleep?

1. YES 2. NO

D8. As you get older, are things the same, better, or s-orse than you thought
they would be? ’

1. BETTER| - 2. SAME 3. WORSE

N

e sz




D9.

D10.

D1l.

D12.

" D13.

D14.

D15.

D16.

D17.

~26-

‘Do you sometimes feel that life isn't wotch\living?

1. 1YES 2. NO

Are you as happy now as you were wheh you were younger?

1. 1YES 2. NO

Do you have a lot to be sad about?

1. YES | 2. NO

Are you afraid of a lot of things?

l. YEs 2. NO

N

.

Do you get mad more than yoﬁ used to?

1. YES 2. NO

Is life hard for you much of the time?

1. YES 2. NO

How satisfied are you with your life today-~are you satisfied or not satisfied?

1. SATISFIED - 2. NOT SATISFIED

Do;you take things hard?

1. *n-:sl — 2. NO

Do you get upset easily?

1.. YES - 2. NO




D18.

~

Now I want to ask you how you get along in doing everyday chores. (FOR EACH
'"NO" CHECKED, ASK D19.)

D18a.

D18b.

D18c.

D18d.

- D18e.

D18f.
D18g.

D18h.

D18j.

Can you use the
telephone?

Can you go shopping
for groceries or
clothes?

Can you prepare your
own meals?

Can you do your
housework?

Can you handle your
own money?

Can you feed yourself |

without help?

Can you dress and
undress yourself?

Can you take care of
your own appearance,
for example combing
your hair, taking a
bath or shower?

(IF R 1S MALE) and
shaving?

Do you have trouble
getting to~the bath~-
room on time? ,

D19. Could you describe the problem?
NO : g ’ '

(2)

—

[2. %] [1. vES
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SECTION E: MEDICAL CARE

2l. Do you ever taks any medicine?

© lo ns 20 NO o TURN TO P- 29 ’ E3

E2. Can you take your own medicine by yourself, or do you need someone to
help you? .

1. TAKE BY SELF : 2. NEED HELP
TURN TO P. 29, E3 ;

E2a. Who helps you?

E2b. What kind of help does he/she give you?

W
[ V)
1
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E3. Have you ever done any of the following things when drugs were prescribed
by your doctor for your sickness? (FOR EACH YES CHECKED ASK E4)

Al
¢

E4. How often have you done this-—-
have you done it very often,
fajrly often, not too often,

or hardly ever?

VERY FAIRLY NOT TOO HARDLY

NO YES OFTEN OFTEN OFTEN " EVER

E3a. Have you ever not (2) (1) (1) (2) (3) (&)
even gone to £ill
the prescription?

ot ‘E3b. Have you ever -
- forgotten to take :
your medicine?

E3c. Have you ever
decided to use
your own medicine
instead of the
doctor's?

E3d. .Have you ever
shared your pre-
scribed medicine
with a friend or

, spouse?

. E3e. Have you ever . .
taken someone ’
else's medicine?

E3f. Have you ever .
stopped taking
your medicine
once you began to
feel better even
though you were
supposed to keep
on taking it?

.

E3g. Have you ever used
0ld medicine when
you became sick at
a later time, with-
out asking the ' : -
doctor if the medi-
aine was still good?
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E5. Do you ever use home made remedies, like herbs, potions or root medicines?

1. YES 2, NO t—m» GO TO E6

'

ESa. What do you use?

S ———————————

E5b. Why do you use it (them)—for what kinds of things?

»

ESc. Have you ever gone to see a doctor for the same kinds of things?

1. YES 2. NO f{——= GO TO E6

ESd. Has a doctor given you medicine for those things?

l. 1YES 2. NO |~

] -

E6. Did you ever take a medicine that made you sick?

1. IES | . 2. NO {——s= TURN TO P. 31, E7

‘ Y

Efa. What medicine made you sick?

.

E6b. How did you get sick--how did you feel?
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E7. Has taking a medicine ever made you feel bad in other ways, like dizziness
or drowsiness or any other side effects?

4

1. YES , 2.7 NO TURN TO P. 32 , EB

]

E7a. What were these side effects?

WHAT DID YOU DO ABOUT THE SIDE EFFECTS: ' )

E’b. Did you stop taking the medicine?

1. YES 2. NO

E7c. Did you keep téking the medicine but: less of it?

l. YES 2. NO

£

‘E7di Did you call your doctor and tell him.about it?

. 1, YES 2. XNO

»

R}

E7e. Did you keep taking the medicine as prescribed?

- £ ’ b 1 . YES ?. . NQ

o E7f. What else did you do?




©

E8.

" E8g. 'Pills or remedies

N

»Esl. Any‘thing else not LY 2

’ -32-

We have talked about some illnesses and health problems. Now I'd like to
find out about the pills and medicines you take. Do you take any of the
following: (FOR EACE "YES" EXCEPT WHERE BOXES ARE CROSSED OUT ASK "for
what condition? and "was this prescribed by a doctor"?

. Ego - ' ElO.
NO YES FOR WHAT WAS THIS PRESCRIBED
) @) - CONDITION BY A DOCTOR

E8a. Pain relievers
such as aspirin? ' >

E8b. Laxatives? T ] [~

_E8c. Tranquil{ers or > - -

sedatives?

EBci. Pills or remedies - e
to help yoy sleep?

EBe. Ointments Of - =
salves? -~ .

ES8f. Cough medicines R
or remedies for -
a cold?

- > > .
for your stomach or ~

digestion?

E8h. Anything for the 1
heart or blood ™
pressure?

]
1
13

E8i. Anything to clear e
up infection? : °

E8j. Vitamins or
tonics?

K

E£8k. Anything else that ,
~ a doctor suggested :
you take? (ENTER L.

NAME OF MEDICINE)

prescribed by a >
doctor? (ENTZR
NAME OF MEDICINE

v

, ‘ ‘329 . .
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Now I want to ask you about thifigs you do to keep from getting sick.

b1

E9. When was the last time you went to a doctor?

LESS THAN

1. ¢ vonTHS

2.

6 MONTHS
TO 1 YEAR

1702

3. YEARS

4.

2 YEARS
TO 5 YEARS

MORE THAN

> 5 YEARS

E10. Do you ever gg to a doctor just to get.a checkup on your health even th-ugh
you don't feel sick? X
.
; 1. YES 2. MO
El1l. I'd like to ask you about your visits to doctors who deal with special problems
. of the body. Have you ever gone to... .
YES NO
- 1 (2)

a. a dentist, just to get a chéckup

-
&

b. an eye doctor, just to get a checkup

c. a doctor for woman's problems, just
to get a checkup

d. a hearing doctor, just to get a checkup




3

E12.

E13.

YA

Some people take medicines or things like vitamins even when they are not
sick. They take things like that in order to keep from being sick. Do
you take any drugs to keep you from being sick?

. 1. YES|. . 2. NO —> GO TO E13

oy

El2a. What medicines or things do }ou take?

14

~,

E12b. What sicknéssgs are they supposed to keep you from getting?

2 ~

% . 3 \" -
“ . ’ \ -

When you go to your doctor's office, do you go by yourself, or does someonz
else take you? : : 2

- q
' NEVER GO
1. SELF 2. SOMEONE ELSE 8 70 & DOCTOR
. i S | l ' TURN 10 P. 35, El4

El3a. How do you geé there-~-do you E13b. Who usually takes you?
walk, drive your own car, : .
use public transpvortation,

or what?




-

El4.

~

O

"ERIC

Aruitoxt provided by Eic:

*
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In the past two or three years, have you ever gone to any of these places to

get help when you were sick? 3 %
YES NO . .
(1) (2) o
a. Have you ever gone to an outpatient
" medical clinic or public health
clinic? . .
b. (Have you ever gone to) a hospital
emergency room? - ‘
c. .  a mental health clinic? .
d. a public health nurse? '
e. a private doctor? . ' :
f. your pastor/priest/minister--I mean & ) '
"for help when you weré sick?
g. root doctor? N
h. a chiropractor? . . . N
j. a faith healer?
k. an astrologer?

2
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Let's think of the last time you went somewhere for help when you were sick.
Where did you go for help?

ElSa,

El5b.

ElSc.

| £154.

ElSe.

.EL5f.

What happened after you .went to that place? Were you seem by someone
immediately and helped or were you put on a waiting list or what?

x

Who tried to help yéu‘there? How did they try to help you?
,

How satisfied were you with the help you gét there? Weie you very
satisfied, somewhat satisfied, somewhat dissatisfied, or very

dissatisfied? - -~ .
L. VERY 5 SOMEWHAT 5. SOMEWHAT 4 VERY .
* SATISFIED * SATISFIED * DISSATISFIED * DISSATISFIED

Would you go back again if you needed help? -

1. YEs| - 2. NO

“

What did you like the most about the service you raceived?

- %
V‘) *

What did you dislike about the service you received?

333
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El5g. Was the doctor or person who helped you there black?

4

l.  YES
GO TO El6

-

~
X

20

NO

v

_El3h. Would you have‘wanted to see someone black?

1. YES| '

20

NO

El5j.- Why is that?

2

Do you have a regular doctor? By this I mean one you will always try to see.

if you are sick?

3

Y

1. YES

v .

~

2. NO {—» TURN TO P. 38, ‘E17

B , A
Eléa. Does your doctor ever come to the house when you are sick, or do you

always go to the doctor's office?

1

»

2. R ALWAYS ,GOES TO OFFICE "

-1. DOCTOR COMES TO HOUSE

S
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E1l7. Are you covered by any kind of health or medical insurance such as Medicare,
Medicaid, Blue Cross or Blue Shield?

3

1. YES 2. NO [—>- TURN TO P. 39, El8

El7a. What kind? (CHECK ALL THAT R MENTIONS)

MEDICARE

MEDICAID _ ¢

E:: BLUE CROSS ONLY

BLUE CROSS/BLUE SHIELD

OTBER (DESCRIBE):

a

i D DON'T RNOW o v

El7b. Do you have anything wrong with you that your insurance von't pay )
for or only will pay for partly?

1. YES 2. NO |->TURN TO P.39, E18

El7c. What won't it pay for?

“4
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How hard do you find it to pay four bills for your sicknesses.

-39-

Do you. find

it not too hard, pretty hard, very hard, or so hard that you cannot pay?

1.

NOT TOO HARD 2. PRETTY HARD

3.

VERY HARD | | 4.

CAN'T PAY

I have a list of people who help with different type of health problems

\-

1. YES

-

"Have you ever gone to any of these people?

.Have you ‘ever gone to a speech therapist or speech pathologist?

<

2. NO

v

El9a

El9c

¢

El9b.

. For what reasons did you go?

What dld (he/she) do to try
to help you? .

13

. Bow much did (he/she) help you
--a great deal, some, a little,
or not at all?

et

1. GREAT DEAL

2. SOME

3. A LITTLE

NOT AT ALL

El9d.

El%e.

E19f.

Do you know why a person would
go to a speech therapist.or
speech pathologist?

1. YES 2. NoO
l GO TO 'E19f

Why would they go?

Do you{know anyone who ever
went to a speech therapist or
speech pathologist?

NO

1. YES 2.

L4




- ’ ' -40=-

E20. Have you ever gone t0 an audiclogist or hearing doctor?

’ 1. YES . |2, no o
E20a. For what reasons did you go? E20d. Do you know why a person would

go to an audiologist or hear-
ing doctor?

1., YES | . 2. NO
. : ‘l’ GO TO E20f
EZOb’. What did (he/she) do to try E20e. Why would they go?

3 to help you?

, . E20f. Do you know anyone who eéver
E20c. How much did (he/she) help you’ went to ap audiologist or hear-
: ) —a great deal, some; a little, ing doctor.

- or not at all? S I : P

7

* ’ ° i * lo YES s 20 NO
1. - GREAT DEAL . ,

2. SOME

’ 3. A LITTIE

4. NOT AT ALL
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e

1. YES

v -

_ E21.. Have you %yer gone to a physical therapist?

2. NO

v

E2la.

E21b.

E2lc.

For what reasons did you go?

-

What did (he/she) do to tr}

to help you?' :

w

How much did (he/she) help you
-——a great deal, some, a little,
or not at all?

1. GREAT DEAL .

2. SOME

3. A LITTLE

4, NOT AT, ALL

E21d.

E2le.

E21f.

Do you know why a person would
go to a-physical therapist?

l. YES 2.. NO

y * GO TO E21f

Wﬁy would they go?

3

Do you know anyone who ever
went to a physical therapist?

1. YES | 2. NO'
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E22. Has a doctor ever prescribed any physical exercises for you to do at home?

1. YES 2. NO |—»= TURN TO.P. 43, SECTION F°

E22a. Do you always do these exercises when you are supposed to.do~thqp?

2

: 1. YES 2. 10

E22b.  When doing the exercises do you do the entire routine exactly as
you are suppose to? . .

l.

YES
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SECTION F: PERSO&AL PROBLEMS

Now, a final set of questions about different kinds of problems--not just the health
problems we've been talking about...

z

~

Fl.

F2.

F3.

'Has there ever been a time when you ‘had a personal problem where you felt so

Problems often come up in life. Sometimes they are personal problems. When
problems like this have come up, has there ever been a time when you felt you
were about at the point of a nervous breakdown?

1. YES 5. NO
GO TO F5

3
4

nervous you couldn't do much of anything?

y

3

oo l1. wes | 5. NO
GO TO 5

7

N *

Has there ever been a time when you felt down and depressed, so low that you
felt like you just couldn't get going’ .
1. YES 5. NO N
GO TO FS \ ¢
F4, Have you ever had a personal problem you could't handle by yourself?
ll. YES: 5. NO [ TURN TO P.46 , Gl
F5. Thinking abéﬁt the last time  you felt this way, what was this problem about?

(IF R OBJECTS TO QUESTION AS TOO PERSONAL: You don't have to go into any
great detail, I'd just like some general idea of what the problem was about).
(IF R GIVES ONLY A ONE WORD OR BRIEF ANSWER: How much more can you tell me
about that)? ’ !

L - . \

. -
\ » .
3
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76. About-how long ago did that happen? (MOST RECENT TIME WANTED).

. BAPPENING NOw/

37- ONGOING PROBLENM

- A2

F7. What did you do to try to deal with the problem?

-

H

@




F8.

you were having trouble with that problem.

VERY
OFTEN
(1)

" FAIRLY

OFTEN
(2)

NOT TOO
OFTEN
(3)

) =45-
Iam going to read.you some ways you might have felt or acted during the time

HARDLY
EVER
(4)

NEVER
)

F8a. During that time, how often did
you feel lonely? Would you say
very often, fairly often, nct too

often, hardly ever or never? -

(During that time, how often) did
. you feel that you just couldn't
get going? (REPEAT IF NECESSARY:
Would you say very often, fairly .
often, not too often, hardly ever ' -
or never)?

F8b.

-t

- F8c. Were you depressed?

F8d. Were you jumpy or jittery?

F8e. Did you cry easily or have

crying spells?

F8f. Did you feel like n;t eating . |

or have-a poor appetite?-

Did you have'festless sleep or
trouble getting to sleep? . . .

F8g.

F8h. Did you lose your temper? -

Did you drink alcohol or get -
high in other ways?

F8i.

-
¥

Did you fight and argue with °
other people?

»

F8j.

F8k. Did you not want to see or talk with ‘
*  anyone?
\ - -
F8l. Did it cause problems in ‘your
family life? ) y
F8m. Did you actually feel physically .
- sick? N
F8n. Did y;u feel or act any other way !
21 haven't mentioned before? 4
‘ R : | _TeRNTO. | ‘ *
1. YES; 5. Nor—b P.46 Gl
F8o. What: is that? ’
14 k" ) ~
2.0
45
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T . 7.TSECTION G: DERSONAL DATA

Now, we'd like %o ask you a few questions about yourself?:

Gl. How often do you usually attend religious services at a church or other place
of worship? °

]
B

- ) " .
G2. Are you an official member of a church or other place of worship?

-

1. ves | 5. NO |—=TURN TO P. 47 , G3

0

G2a. Beside regular service, how often do you take part in other
activities at your place of worship? Would you say nearly
everyday, at least once a week, a few times a month, a “a _few
times a vear or never?

Pad s ~

r .
| . NEARLY 1! AT LEAST A FEW
. S} EVERDAL- | ONGE A TIMES A FEW I——_l
;1.0 4 ORMORE || 2. WEEK - || 3. A MONTH- |j 4. TIMES 'l 5. WEVER!
L. | moEsa 1103 1703 A YER | e
| wEER l { toMES ~ § TR0 R 47

N « i
o ~
3 «
bl LY

G2b. How many church clubs or organizations do you belong to or participate in?

80. NONE (—== TURN TO P. 47, G3-

G2c. Do you nold any positions or offices in your church or place of worship?

.
<

z

|1. s | - 5. NO

oy
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-G3. How many grades of school did you finish?

4]

GRADES_OF SCHOOL i - COLLEGE |
oal!osloslm 08!o9i10i11
L

o 1l
00 i 01 |} 02

- —

Y

i v i t
|!135 141! 15! 16=| 17+ ]
\

# | I

G3a. Did you get a high school graduation diploma G3b. What college did you®
or pass a high school. equivalency test? attend?

1. YES | 5. NO |

H
1

S
s

G3c. 'Do you have a collegé
‘ degree?

-

“ ' ' | 1. \LES f! 5. ,NOi
' T GO TO G3e. .

N G3d. What degree is that?

G3e. Have you had any other schooling?

1. YES 5. NO {—=TURN TO P. 48, C4

G3f. What kind? ' 4 .

344
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. G4. What was your own personal incohe in 19782

' D A. $000 - [Ja. $8,000°--8,999  * .
[0 s soor - 999 © [Ox. $9,000 - 9,999
{J c. 51,000 - 1,999 [J . 510,000 - 11,999, )
; D. . $2,000 - 2;999 [J»." s12,000 - 14,999 . .
" [OeE. s$3,000-r3,999 [Jx. s$15,000 = 19,999
(3 e 54,000 - 4,909 ‘[Jo. $20,000 - 24,999
B G- $5,000 - 5,999 [Je. s25,000 - 29,999
[J 5 s6,000 - 6,999 ~ Oa s30,000 OR MORE i
- 7,999

o [g 1. s7,000

.

G5. How many people in your household including 'vourself,’ . give money to support
your household? We don't need their names, just the number.

v

Y

‘_i \T i !N ) i i
370 ja | 18 1 .9 ORMORE |

G0 T0O t- ' : ' |

wn
(o))
~3

9

. »
!
i

Gé. 1If 6nly one person_broughqkin money, would ‘you say that your hoﬁSehold wouid.
make'it almost as well as dbw, barely get by, or what? .

“ . A - J

1. ALMOST AS WELL E 2. BARELY GET BY ‘7. OTHER (SPECIFY):

[

G7. What {s your date of birth?

! /
MONTH DAY YEAR

G8. Where were you born?

/ e
CITY (OR TOWN) STATE 3 45
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Wt . .
G9. .Where did you mostly live wlile you were growing up (IF R MENTIONS MORE THANW
ONE PLACE, PBOBE FOR PLACE LIVED MOST BETWEEN .AGE 6 --16).

- [

G9a. Was that in a rural or country area, a small town or small cit), a
suburb of a city or in a large city?

| i
SMALL l”h SUBURB OFHS. RGE |

CITY .: A CITY

1 OTHER (SPECIFY):

"RURAL OR SMALL
COUNTRY AREA l" ~TOWN

!3.

GIQ. What did you do during your adult life -- did you work for pay, were you
.mostly a housew1fe, or what?

Al

_(IF R WORKED FOR PAY)

!GlOa. What kind of work did you do? . .
! = R

> ~

1

;GIOb Could you tell me a little more about that - describe Jhat you did
- i in your work? . -
l

Gll. Are you doing any work for pay now?

| e { ' .
11, YES 2, NO ——3" TURN TO P. 50, G12 .
T I

" Glla. What kind of work do you do?

Gllb. About how many hours a week do you work for pay?

HOURS PER WEEK

Gllc. About how much do you make df§§§(chat?
$ PER =3




-

-: s
Gl2. ,Are you married, divorced, separated, widowed, or have you never been married?
3

| 1. wapmtED | | 2. DIVORCED | 3. SEPARATED | 4. wrpoweD | 5. NEVER MARRIED

|

'
i

-

Gl2. Vhere are you'living at-the present time —— in your own home, a retirement
home, with your children, or what? -

'

i
>

. ( . : '
Gl4.* Do you live alone or with other people?

1

1. WITH OTHER PEOPLE. 2. ALOKE

2 N
« .
. » M ,
* . . ¢ .

Gléa. Who:do you live with?

EXACT TIME NOW:_

[l
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Introduction

In 1949, the population’in~sthe United States was about 148,000,000 -

>

or about 50 persons per square mile. By 1960 the figure had grown to
178,000,000 or about 60 per square mile. in the late sixties we passed.-,
200,000,000. or ésout 70,per squaré miIe.- Demographers expect a quarter-
: b%]lion by 1980H0f aBout 86 per square mile. By 1990 the United States
may have.3Q0,0b0,000 inhabitants, more than double the'1§49 fibgre, or
about 100 persons per square mile. (Hook, p. 3) © _
How are these stat?stig;ﬁsigﬂifican; to Eﬁinsh teachers; As our
population grows -and ﬁociety becomes pluralistic with ‘this growth, then
“ there is a need fBr teaci- rs to reappraise their objectivés in gng1ish
‘asﬂ otherKsubjects. The growth denotgd by these statisfics éhdicates
éhange. Instruction today has to focus on this change and prepare stu-
dents to becﬁme qgenté o% change. John W. Gardner once said:
If .we indoctrinaté the young person in an elaborate set
of fixed beliefs, we are ensuring his early obsolescence.
- The alternative is to develop skills, attitudes and halgits
of mind and the kinds of knowledge and understanding that will
be instruments of continuous change and growth on the part ¢f

the young person. Then we will have fashionwd ‘a system that
provides for its own continuous renewal. (Postman, p. 43)

i

Historically, courses in Black literature, or Kfro-AmériEan litera-
ture, were establithed after fhe insurgence of Black student activism
and the demands that followed. One study indicate} that while rot all
8Tack Studies Programs were "ushered in by confrontations, the confron-
tation tactics influenced the development of Black Studies Programs all

across the nation." (Becknell) Since the urgent demands of these stu- -

dent activists of the 1960s have been in a state of attrition for the

-~
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- past fifteen'years,fthe question is whether continued attentioh has been, v
given to Black literature by secondary English teachers. Also, since

a

many Black Studies Programs'have'pisappeared from college curricula, the
.graduating prosoective English teacher will not be_aware of Black liter-
ature that can be taught on the secondary level. The teaching of Black
. 1iterature should pose a positive challenge to the traditional and in<
‘ novative educational systeh, for the Black presence in Amerjcan society
and the rudiments of the Black culture can no longer be ignored.

“

As .an educator, and especiallysan Eng]1sh teacher, I have had the

3

e opportun1t/ to Qxp]ore many avenues of 11terature in my classes; I have('
a]so had the opportunity o observe other teachers in .their c]asses as -
= they have aroused enthuS1asm through literature or killed any interest in
’it. Throughout many years of'teaching, I have "tripped the iight fantas-
tic" through many 1ands,umet many people, and dreamed the dreams_of many

races--all }n the world of‘]iterature. Too many students are short-
charged in this respect because the literature to which they are exposed
' ’ ts'ver; 1im{ted. My point of departure in this study will'be centered \,
. around the limited exposure of‘students to Black literature. Although I
would 1ike to study the1r exposure to all ethnic 11terature, it will be
- expedient for me now to 11m1t th1s study to the’ coverage of B]ack 11tera-
“ture since [ have done oonS1dereb1e reao1ng and researth in this area.
There should not be a need to build an ergument for the integration.
of Black 1iterature into the existing secondary school curricula in order
to dispel a myth about our educational system representing every ethnic
group; however, documentation showing the limi.tation of Black literature,

when much of it is of excellent literary merit and is available, should be

pertinent in redefining our values in education, especially when we know

ERIC 399
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Procedures

that "racial d1scr1m1nat1on in pub11c education is unconst1tut1ona] "

(B8rown v. Board of Educat1on. 1954 p 294)

>

Statement of the P}oblem

Does the seconda?y\school curriculum in selected schools in the
State of Virginia include Black Titerature by E]ack;writers in courses
oéher than Afro-Americanwones7 How much and what types of 11terary selec-
tions have been 1nc1uded from 1953 to 19787
‘ The objective of this study will be to show what Black literature has
been taught in five selected schools in Virginia since 1953 to tne present.
The second part of this study will be a descriptive observat1on of today S
classroom settings where Black literature is be1ng taught ;
In this study Black literature w111 be de<ined as all literature, in-

c]uding fiction, drama, poetry, and non-fiction, wniffen’by Black American

writers. .
Y
L

In looking at the Black literature. that appears in the curriculum,
can one make assumptions about the types of literary selegtions used and

the recurrence or diéappearance of these selections? Were there some pub-

lishing companieé that included more Black 1iterature in their textbooks

than others’ How were these books se]ected for the scnools’ When one

-

con51ders that the school day has been relatively stable in its al]otment
of a certain number of minutes per’class; then if new th]ngs are added to
the curricuium, they must be replacing other things. What literature does

Black literature replace when it is added to the curriculum?

&

This study will expliore the use of Black literature in the curriculum

of five selected schools in the State of Virginia for the years 1953, 1958,




1963, 1968, 1973, and 1978 to dete:mine what literature written by Black
American writers was used and whether there were any patterns in the
representat1on of B]ack writers. Four of the schools selected will be
’ chosen on the basis of the demographic make-;p of .the schdo] in 1953, .
" The researcher will be limited in the selection of schools because schools
that have been 1n ex1stence since 1953 that have kept their academic status
without being changed to, a junior high or middle school are limited. Also,
the following criteria foh selecting the schools will limit the researcher:

1. Has the enrollment been consistent with population_trends in the

community? ‘ T
. 2. Is the racial balance in accordance with the Health, Educat1on,,
-and Ne]fare standards7 - K :

=3. Was the school predominantly Black or White? (An attempt will

be made to use two of each category.) .

The fifth school will be selected according to whether it is hecognized

by the State of Virginia as the most progressive school in the State (using

. the State's qua11fy1ng cr1ter1a) . _
This study w111 start with 1953 to ascerta1n whether the advent of

the 1954 desegregation decision that purported to effect a tran51t1on to

" ’

a racially nond1scr1m1natory schoo] system had any impact on the curr1cu1a

Lof these schools in regard to the Black 11terature offerings. The fo]]ow-

1ng excerpt from the décision echoes change: ’
AN
.may this Court, in the exercise of its equity powers, -~
pe m.z.r an effect.we gradual adjustment to be brought about from
existing sgstems to a system not based on color distinctions.
‘(United States Reports, 1954, Vol. 349, p. 298)

No statistical analyses will be necessary, but tables will be given
to show what literary selections by Black writers were included in the

curriculum (in textbooks, units, lesson plans, and other available mate-

rials) during each year selected for the study and what schools included




these selectidns. Some interpretation will be given to these tables; for

exéﬁp]e, one might discover that certain Black writers replaced writers
of other ethnic groups. "Other pertinent information may be revealed by-

a charting of the literary selections. found %n the curriculum. What

Black Qriters were consistently representeq3 What types of Black literary

selections were included?

S1gn1f1cance of the Study

~ Since educat1ng all Amer1can youth obv1ous]y means educating a w1de.
variety ofxyouth the Eng]1sh teacher and all other teachers must be aware
'-of changes that are occurr1ng in the’ curr1cu1ar offer1ngs v A conten& anal-
: ys1s of all State-adopted textbooks used at the selected schools frbm 1953-
~1978 will revga] to teachers the changes in the types of 11teraturevof-
fered to a multicultural student body. Most children from 1953 to 1978

%

" have shared the same environmenta characteristics, are a mobile generation,
knoﬁ more than earlier teenagers, have grown up glued to television (at
least from 1960 -on), and have grown up in high]x permissive homes. Thesé
same children are our. future reformers for world peace and champions
against injustice. They have seen that unharnessed scientific inventions
can be harmful. These same children as they drow remain idealistic. They
" have seen tﬁrough individual differences that all of mankind has somethihg
to offer the world. Even as Browhing put‘{t, they agree:

All service ranks the same with God:
...there is no last nor first.

They appreciate varying abilities in individuals. With all of these char-
acteristics, are they beiﬁg treated fé%r]y by their teachers? Are they

being exposed to a number of writers in their culture? Has the curriculum
from 1953-1978 included the drama, fiction, poetry, and the non-fiction of

Black American writers?




-6-

i

Some teachers will say that prior to the middle sixties, literary -
odels were only to be used for expository writing; therefore, one would

surmiﬁe that oniy the old masters like Bacon, Swift, George Eliot, etc.

were u%ed as models. After 1966, however, when the Dartmouth Conference
hmenicaq attentﬁoq to the emphasis in many British schools on the

calNled
‘writ1hg'8i plays, short stories; poems, and other evocative sorts of writ-
'ing ny Eeachgrs began to look toward changing their curricula to in-
clude treative writing. With this inclusion came a need to look at a
variety of writers.

As late Ss\1976,,one state's board of education declared its stance
concerning minority and ethnic literature. In regard to the celebrated
cen;orshfp case of Kanawha County, West Vi}ginia, the West Virginia Board
of Education, recognizing the "pluralistic nature of American sociéty"
ordered state and local textbooks and materials for g]assroom use wnich
accurately pdrtray ﬁinority and ethnic groups' contributions to American
growthvand culture and which depict and illustrate the’intercultural char-
acter of our pluralistic society. (Loercher, p. 6) ‘

During the decades of the 1960s many Americans were awgkened to the
iécreased awareness among Black Americans about the re]étionship of their
ek\stence aﬁd the inétitutiona] arrangements that affected their lives.
Since the 1at; §ixtie§, however, &any B]ack writers have g:gdua]iy been
vdropped from publié school curricula, but many educators are still inter-
ested in keeping Black literature in the secondary schools and have shown
their concern in studies and books. Leonard Bazelak 's study entitled
"A Content Ané]ysis of Tenth-Grade Students' Responses to Black Literature,

Including the.Effect of Reading this Literature on Attitudes Towards Race"

reveals reactions about Black 1iterature.‘ An educator, Barbara Dodds, has
|

—
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recent]y updated her book, Negro Literature for High School Students, and

changed the title to Black Literature for High School Students. She has

co-authored it with Karima Amin, a Black teacher, because she recognizes
that her reaction to Black literature is very likely not the same-.as a
Black .person's reaction, gnd is probably not the ‘reaction th;t the author'
intended. - Darwin Turner, too, has written much about using Black literature

in the secondéry schools.

-t

|
|
Review of the Literature ’ . .

Jean Marie Martjn (1975) makes us aware of the pr6b1em that can sur-

o

fate when a limited treatment is given to ethnic 1literature in any program:

American literature as taught in our colleges and
universities is rerlective of only a small portion of the -
vastly diverse cultures that comprise the whole American
culture. This ,practice of excluding ethnic American liter-
ary contributions from the mainstrean American literature
has produced and perpetuated a culcural and edugational -
racism that is psychologically destructive and academically !
backwards...

American literature must be redefined in terms, of all
its people and not simply from a white Anglo-Saxon protes- : :
tant tradition and viewpoint. As it stands now, white Anglo-

Saxon protestant literature is synonymous. with American
literature. ’

[y &

One has to acknowledge the cultural p]urq]ism in our society to be )
ab]e‘QO redefine American 1iteréturé and also to preserve ;he necessity
te introduce Black literature as a broadening and enriching feature .in
our secondary school éurrizﬁla. One of six }ecommendationsriﬁva 1970-71
study done by Donald Kiah was that the State of Maryland ascertaip héw

well the contribution of Blacks is being integrated into the regular cur- -

riculum of local school systems. This concern is significant for any

°

state, especially since Black Studies Programs have slowly diminished. ’




[y

. 8-

1 " -

Jeyifous (]97&) refers to a generally renewed jnterest in Black
’ "American 1ife and culture. Many people, however,. are still living with
the i]]usion of the stereotype ia the grinning, shuffling "darky" carica-
tured by the m1nstrels and perpetuated by the writers of the plantation '
school; therefore, the introduction of Black 11terature 1nto the high
school curricula might érase the embarrassment induced by this hated
stereotype and also enlighten readers as they learn more of the Black
man's culture.

Studies have pointed oet the effect%venees of learning‘strategies
on attitude change, taste), and cognitive learning, especially as these
strategies were oriented toward Blacks? Charles Dallis' study (1975) on
the effects of a Black-oriented teaching strategy on attitﬁde change,
aesthetic taste, and cognitjve ]eatning in ert appreciation is represen-

L™

tative of this approach. Thetu attitude changes will be far reacﬁing and ¢

N

v extend to other racial groups; and in relation to the study of Black lit-
erature, the following analogy can be made. This is to be a rainfall for - -

everyone to germinate ideas about the“Black experience and not an umbrella
i ] . ,

’ under which only Blacks stand.
Stanley Porteus (inventor of the Porteus Maze Tests) said that all-
the things he absorbed remained a part of him. Such may be the impressions
absorbed ‘rom literature; therefore, literature shovld not be limited in
'scope. Likewise, Walt Whitman, in a flash of insight, wrote: ‘
There was a child went forth every day
and the first object he looked upon that object he begame, .
And that object became part of him for the day,
N ) or a certain part of the day, ;
‘ or for many years, or stretching cycles of years.

Robert Small's study (1970) on Jjunior novels with major Negro charac-

ter§ further points out the impbrtance of including Black literature in




course contents. He observeg/%ﬁ/zﬁe early 1970s that “the modern secon-

o < ) “

°

dary school English class more and more typically contains a groub’of
students of several races, most commonly of the Negro and Caucasiaa races"

and that teachers were seeking novels with plots, themes, and characters N

@

which have a high degree of interest and appeal to students. (Small, : /

1970,. xii} He further stated:

The Negro race of some of thesse students is an 1mpor*ant
factor For the English teacher to consider, especially since
the educational problems of the Negro srvudent, particularly
those problems connected with language, have been so well
documented and so thoroughly publicized. (Small, 1970, xii)

In her book, Negro Literature for High School Student;, Barbara Dodds

states: - N

a

It iIs frequently asserted that one reason many Negro

chzldren have dlffzcultg—7earn1ng to read 1is that they cannot < o
1dent1fy with and are not interested in white children in

their textbooks. 3y the time they reach high school, Negro =
students have become accustomed to reading about white people ¢

but they have not become interested. MY students seemed to
be much more interested in reading about Negroes than whites,
though it is difficult to measure reading interest accuratelg.
{Dodds, 1968, pp. 5-6)

Miss Dodds further pointscout that "for many years English teachers and

texteooks in Amer}can schools have lost many of their bright Negro stu-

dents because they have not intrpduced'them to the;r own literature:

they h%ve not éroused their interest in education." (Dodds, 1968, p. 6) o
From a different perspective, w1th emphasis on the white ch11d Nancy

Larrick writes:

“
L

The impact of all-white books upon 39,600,000 white

.children is probably even worse (than on Negro students).
. Although his light skin makes him one of the world's minor= -
Aities, the white child learns from his book that he is king-
-fish. . There seems little chance or developing humili*y so

urgentlg needed for world cooperation, as long as our child-

rén are broug@p up on gentle does of racism throuch these

books. (Nancy lLarrick, 1965, b. 63)

< %
-
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Another study, Carlsen's, points out that students did not siq~*fi-
cantly change their atti‘udes, but were influeneed by what they read
about the Negro. (qu]sen, 1948)

Teachers cannot ignore the ;ignificance of exposing their students
to literature by Black writers. Ted Hipple exposes this view'by saying
experientially that the English teacher "can teach literature just as°he
has been teaching it, but he can cﬂoose materials that provoke in their
readers--his students--a pressing concern about Ehe’contemporary Negro."
(Hipple, 1966, p. 190) Nancy Arnez, too, states that "reading literature
written by Negroes is in an important sénse one of the best bridges of
communication between the.Neg:; and the non-Negro." (Nancy Arnez, "1969,
Ps 57) Ruth A. Korey's argument for the use of books about Blacks reem-
phasizes the need fofiBiack 1?terature in the secondary, schools. She
states: )

white children, facing a new era in race relations,
will be helped toward the understanding and appreciation
of Negro classmates as human beings, like themselves, with

- a history and a_potential for contributing to the welfare
. " of the nation. (Ruth A. Korey, 1966, p. 42) ;

Barbara Dodds in her objectives for teaching Black literature nigh-
lights the essentialﬂpurppses of integrating it into the secondary school
curricula: . ~

1. To introduce students to Negro contributions.

2. To help students of all races to a better understandiﬁg of them-
selves and of each other.

3. To show that the concerns of American Negroes'exhibit the univer-
sality of human experience as a special Americain viewpoint.

4, fo explore the uniqueness of the Negro experience as related to
Negro literary Creations. (Dodds, Detroit Negro Literature
Supplement: Grade 9, pp. 129-130)

4
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Although this study wiil be surveying the incorporation of Black
literature into already existing literature progréms, it does not preclude
the feasibility and_effectﬁveness of some separate Black literature
courses. Robert Bone speaks about this when he says, "Anything less (less
than separate Black literature courses or units) should be regarded as a
form of tokenism. It is better than nothing to teach an occasional poem
or novel by a B]gck author in a standard course in American literature.
But it deprives the Black student of a system%tic kncwledge of his par-
ticular tradition." (Robert Bone, 1969, p. 5f2) The kigd of curriculum
including a separate Black literature course, according to Bone, would
"reflect the culturai pluralism which, according to El1lison, ought to be
our national ideal." (Bone, 1969, p. 513) Studies have not been done,
however, to indicate which students take separate Black literature courses.
This researcher has obse;ved that mostly Black students take these courses;
therefore, if 3lack literature were integrated into all re1Fvant courses,
students of other racial groups would be exposed to it. Of course, one
can be ubiquitous fn forming a continuum of apprcaches on whaf to include
in courses of study and even suégest an ontological ;pproach to literature
and say that it is healthy, for we would get a soghisticated form of a
universal human interest in the ultimate nature of things, something re-
flected in poetry, song, ritual, and judgments of truth and worth at all
levels.

About Slack studies, Bayard Rustin states, "The real tragedy of the
dispute over Black studies is that whatever truly creative opportunities
such a program could offer have been either ignored or destroyed." ‘
(Bayard Rustin, 1979, p. 30) He feels that to isolate the history of the

Black man from the main themes of American history is to relegate it to

; 13 5 -:)
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second-class status. To look at Black literature, then, and incorporate
it into the main themes of American literature is the kind of expanded
scholastic-inquiry that Rustin had in mind when-he spoke of the contribu-
tions of Negroes to the American experience. -

Lee Green, an dssistant professor of English at the University of
North Carolina at Chapel Hill, believes that the Black literary expefience‘
can be(integrateﬂ with the traditional fare of Amcrican literary history

inte a single "national Tliterature." .
Barbara Dodds suggests that in a unit on "transcendentalism," where
a study of the philosophy has influenced the modern world, especially -
Martin Luther King, one might use Thoreau's "Civil Disobedience” and King's
“Letter from a Birmingham Jail." In the lesson, the teacher should try to
show how Thoreau derived the idea of civil disobedience from transcenden-
talist principles and how Martin Luther King developed a plan of action
from Thoreau's ideas. (Dodds, 1968, p. 120) The teacher can also point
out the difference betwéen the ideas of Thoreau and King.
To select appropriate B8lack literature and to guard against giving a
distorted view of the Black experience, one must use a variety of themes
in Black literature. Darwin Turner aptly commented_on"this as a problem
at the National Council of Teachers of English (NCTE) Conference in Atlantia,
Georgia, in 1970 in a talk called "Discussion of Issues: Literature as an
Expression of Group Behavior and Values." Some of the questions posed by
him in his discussion were the following:
, 1. Does literature reflect group values?
2. What is the group which is reflected?

3. Is the belief that literature reflects group values a fallacy of
Titerary historians?

301)
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Can literature be considered an accurate reflection of an
entire society? .

'Is the reflection only of values of that part of society

which buys books?

What are the dangers in assuming that the values of one part
of society are the values of that entire society?

What is the role or responsibility of literary critics in
determining how literature reflects society?

What is the role or responsibility of book publishers in
detenn1n1ng how literature reflects society?

/

What is the role or responsibility of readers in determining
how 1iterature reflects soc1ety7

381

o
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